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THE CHALLENGE OF EDUCATIONAL CHANGE: A COMPARISON OF
THE REACTIONS OF STUDENTS AND THEIR TEACHERS TO 
CURRICULAR INNOVATIONS IN TWO LOCAL EDUCATION
AUTHORITIES
Introduction
This research project began in 1987 as an investigation of the impact of a locally 
devised modular GCSE Pre-vocational Studies course on students in three 11-18 
secondary modern schools in a South West London Borough. As it became clear 
that the issues of teaching and learning, assessm ent and student support were in 
som e ways secondary to the manner in which students coped with change, the 
focus of the researcher’s interest shifted to the process by which change was 
facilitated for young people in those schools and the reactions of those students to 
that change.
To gain further insight into the change issues for students and illuminate som e 
possible comparisons of approach, the researcher undertook a second research 
study. It focused on the introduction of the Diploma of Vocational Education as a 
post-16 entitlement framework in a 13-18 çomprehensive school in a  county on the 
south coast of England.
Through an evaluation process that has largely employed questionnaire and 
interview techniques the researcher addressed the following questions:
(1 ) what are young people’s reactions to changes that are designed
to develop knowledge, skills and understanding In a manner 
with which they have previously been largely unfamiliar or that 
differ significantly from their other curricular experiences?
(2) what structures exist to aid young people in coming to terms with 
such changes?
(3) how do classroom teachers perceive their role and relationships 
with young people in facilitating those curricular changes ?
(4) how do those teachers react to the role with which they have
been charged and what support do they consider to be
necessary for that role?
The following evaluation addresses those questions and provides some pointers to 
professional practice. It also raises som e issues that will need to be addressed 
further.
ABSTRACT OF THE RESEARCH PROJECT
The purpose of this evaluation has been to focus on how young people in schools 
react to curricular changes in which they are involved. It examines the rationale 
behind those changes, student perceptions of that rationale and whether they have 
identified benefits in line with the declared purposes of those changes. It focuses 
on the role of classroom teachers in the change process, the ways in which they 
react to it and the support systems that exist both inside and outside the school to 
help them. It relates to similarities and differences in the two schem es and points to 
some general observations of the change process in the above context and some 
recommendations for future professional practice.
The research project is focused in two parts. The first part involved three 
secondary modern 11-18 schools in a South W est London L E .A. at a period in 
which local teachers were working with the TVEI Pilot Project team to develop a 
modular Mode 3 GCSE course to meet locally identified needs. The second part 
exam ines the development of the City and Guilds Diploma programme as a 
framework for Sixth form entitlement in a newly amalgamated comprehensive 
school in a county on the south coast of England.
The researcher employed an approach based on student questionnaires and 
interviews; and interviews with teachers and members of the advisory service. 
Some of the evidence is also derived from observations made by the researcher as 
the schem es were operating.
The main conclusions are focused on issues of induction; how students approach 
unfamiliar teaching and learning approaches; the lessons of programme design; 
assessm en t issues; issues related to equality of opportunity; monitoring and 
evaluation approaches ; the reactions of teachers to the new programmes; the 
effectiveness of the staff development and support mechanisms for those teachers, 
and the notion of relating change to an overarching curricular vision.
Amongst the recommendations for professional practice it points to the importance 
of anchoring any curriculum change in a the school’s  own vision of student 
entitlement to a high quality learning experience rather than looking for ‘ready 
m ade’ solutions in curricular structures and content. It further argues that the 
success of any such change hinges on the credibility it derives from a range of 
partners including parents and the community of which the school forms a part. It 
recommends a comprehensive period of induction for any innovation and points to 
the fact that staff and students are effectively linked in a ‘partnership of learning’ 
which will thrive on openness between the two partners. It looks to readily 
understood assessm ent criteria to aid the process of discussion about learning and 
to the value of a tutorial support system. It points to the formative benefits of 
integrated monitoring and evaluation system s and to staff development that is 
focused in the practical needs of the teacher. It looks to relating any change to a 
whole school culture and ethos founded on genuine parity of esteem.
It raises a number of further important research questions, most of which focus on 
soliciting student responses to specific aspects of the change process.
)C hap te r 1 S tu d e n ts , their te a c h e rs  and  the e ffec ts  of ed u ca tio n a l
ch an g e : a review of so m e  of the p re sen t lite ra tu re  on the  
i s s u e s .
1.1 In tro d u c tio n
Much of the literature on change in education begins by analysing the context in 
which it takes place at a  national or local level before proceeding to examine the 
issues confronting individual teachers or managers. If the student is mentioned, 
more often than not it is as the passive recipient of a  curriculum system or process 
set up for his or her benefit.
Doubtless the reformers have the students’ best interests at heart. Thus the 
National Curriculum could be interpreted as a  framework of student entitlement to 
an indispensable diet of knowledge, understanding and skill development. A 
scheme like TVEI Extension or GNVQ might be seen as placing student learning in 
a ‘real world’ context and of fostering student centred learning approaches.
Through the ‘Improving Schools’ movement we get a picture of providing a well 
targeted and challenging curriculum in a  secure and welcoming environment. 
(Harris and  R uss, 1995, p.3). In the OFSTED system we see  a  claim to ensure 
quality of control on the student’s behalf. In much of the literature we see  little 
mention of entering an active partnership with the students in the effort to innovate 
and improve.
The purpose of this chapter is to take a  different approach to the norm; to begin by 
focusing on the individual student and work from there outwards to look at the ever 
changing complexity of contexts and conditions that shape his or her learning.
Thus a s  a  literature review it will :
1.2 give some account of the present state of research on the place of the 
student in the context of educational change;
1.3 provide a picture of the current national context for educational change:
1.4 consider some of the influences of curriculum reform on student learning;
1.5 consider the state of research on the necessary conditions that help students 
to become more effective learners;
1.6 examine the implications for their teachers and their own professional 
development;
1.7 consider the role of the students’ parents in this picture;
1.6 consider the ‘change debate ‘over recent years and the present state of the 
debate on school effectiveness and school improvement;
1.9 draw some conclusions as to the role of the student in the change process.
1 .2  The s tu d e n t in th e  con tex t of educational ch an g e : s tu d e n t 
p e rc e p tio n s  and  re a lit ie s
M ichael Fuilan writes:
“People think of students as the potential beneficiaries of change. They think of 
achievement results, skills, attitudes and the need for various improvements for the 
good of the children. They rarely think of the students as participants in a process 
of change. Consequently there is little evidence of what students think about 
changes and their role regarding them. It is interesting and worthwhile to attempt to 
develop the theme of what the role of students and what it could be.” (1991,
p .11)
Yet the work devotes only twenty pages out of 354 pages of text to a  discussion of 
the issues, largely because of the relative paucity of the available literature on the 
topic. He writes later, apparently without irony:
“Educational change depends on what teachers do and think - it ’s as simple and as 
complex as that”. (1991, p.117)
Fullan’s own research in Ontario (1977 and 1978) suggested that few teachers 
listened to students or understood their viewpoints. Seventy per cent of the written 
comments he received were on a  theme of alienation. Many students had no 
contact with the administrative hierarchy. Most felt inhibited from active 
participation in the classroom. Predominantly, they wanted to cover the topics and 
get out with good grades. However, many valued the opportunity to complete a 
questionnaire asking for their views. It signalled that they were being treated as 
adults; a  similar response that was to come from Melchester and St. Matthias 
students.
Fuilan cites more recent work by King in Ontario (1986) that confirms that 
students still felt their teachers neither understood them not wanted to. (Fuilan, 
1991, pp . 170-72)
G oodlad’s research led him to believe that as young people move through school, 
a  subtle shift occurs as the curriculum comes between teacher and learner. 
Students increasingly come to be seen as commodities, “valued primarily for their 
academic aptitude and industry rather than as individual persons preoccupied with 
the physical, social and personal needs unique to their circumstances and stage in 
life.” As students moved through the grades so teacher support for them as 
persons and as learners declined. There appeared to be less teacher praise and 
support for learning, less corrective guidance and a  narrowing down of teaching 
strategies to the general detriment of student centred learning. (Goodlad 1984, ' 
p p .125-26).
A decline in student motivation after Year 7 is also noted by B arber (1995).
Many enter secondary school highly motivated, getting on well with their teachers 
and feeling supported by their parents. The quality of relationship with their 
teachers then often steadily declines, with dramatic consequences for motivation,
;and an increase in disruption and truancy until, in Year 11, the curve begins to 
move up again with external exams on the horizon. Even allowing for the mood 
swings, concerns for self image and assertion of independence associated with 
adolescent behaviour, the figures presented by Barber for truancy and disaffection 
are disturbing. They are ironic in the light of students’ comments about the value of 
school work to their future and the good relations they have with individual 
teachers. Barber notes that student attitudes vary dramatically from school to 
school and he points to the importance of quality teaching in unlocking the 
potential of students linked in with issues of developing student self-esteem and 
motivation. (Barber, 1995) Some Melchester teachers reflected on the 
differences that students had of returning to ‘best primary school practice’ in TVEI 
when the first three years of the secondary curriculum had taught them to ‘unlearn’ 
what they had enjoyed in that practice. This bears some relationship to what the 
students in the Keele sample said.
Fuilan cites North American research by Firestone and  R osenb laum  and 
W ilson and Corcoram  that focused on the contextual factors influencing 
teacher and student commitment. Among the observations to em erge were that if 
students are to achieve, they need some relevance and sense of purpose to what 
they are doing both in terms of academic achievement and projected career routes. 
They require being shown respect and acceptance by the teacher. They have a  
sense of fairness and consistency as to the rules. They benefit from being set high 
expectations and from some role to play in the overall institutional life of the school. 
Teachers with low expectations of students found the response matched their 
prophecy. High expectations and a  sense  of purpose led to productive learning 
environments and rewards for the students, (see Fuilan, 1991, pp. 176-77).
Mortimer and h is a sso c ia te s  (1988), from a comprehensive longitudinal 
study of 2000 primary children, came to very similar conclusions . Schools were 
differentially effective in motivating and engaging students. Positive factors, 
included reinforcement and rewards; challenging and more interesting work; 
higher order enquiry; a  work centred environment; a  focused curriculum and 
maximum communication between teachers and students.
Significant research evidence supports the views that high teacher expectations 
influence student behaviour beneficially. Rutter and his associates stress that the 
initial teaching task is shaped by the attitudes, behaviours, interests and 
capabilities of the children in the class. Depending on how the teacher handles the 
situation, it can move into an upward or downward spiral of expectations. (Rutter 
e t al, 1979) .
Galton, Sim on and  Croll (1980) identified four main types of student 
behaviour in primary children. While about 30 per cent of the class attracted the 
teacher’s attention ( classified as the ‘attention seekers’ and ‘quiet collaborators’), 
70 per cent appeared to have little contact with the teachers. These were made up 
of the ‘intermittent workers’ and ‘solitary workers’. Apparently the situation was little 
influenced by differences of teaching style.
S a ra s o n ’s study of classroom behaviour (1982) refers to a  ‘teacher knows best’
attitude that often prevails so as to emasculate student participation and the 
development of autonomy. They have no part in drawing up their own rules of 
conduct. Very soon they have little interest in what they are learning.
Some commentators would view the concept of any ‘partnership’ between teachers 
and students as a meaningless one. They would argue that alienation was 
inevitable between staff and students and students themselves because of the 
hierarchical nature of learning in an examination- structured system, (see for 
instance, A ggleton and  Whitty, 1985; Bowles and G intis, 1976). The 
researcher had access to some transcripts of interviews with a Shoreham 
secondary school by Ian Pinkus, a Sussex University postgraduate student, done 
in 1984-85, whose interviews with students bore out a  similar strong feeling of 
alienation. (P inkus, unpub lished , 1985)
David H argreaves refers to a number of potential roots of student alienation of 
from school. He refers to the built in sense of failure that many derive from the 
external exam system and a teacher directed curriculum context. Hargreaves was 
talking in 1983 (White and B rockington 1983, p.116) and many teachers 
have undoubtedly changed their classroom approaches since then but a heavily 
prescribed National Curriculum framework exists and the liberal education tradition 
ensures that A Levels retain a ‘gold standard’ value because only 20 per cent of 
the student population manage to pass them. This is not to enter a  debate about 
the quality of learning on A Level courses (see for instance, Sm ithers, 1994) but 
to comment on the maintenance of a  two-track system that leads to many students 
viewing vocational education as a  ‘low level’ consolation prize. A Levels remain 
the major route into Higher Education and a  key determinant in the kind of job a 
student ultimately gains. The recently published Dearing Report does not seem to 
have recommended a  substantial shift from that position, (see Crom bie White et 
al, 1995, pp.14-15; 20-21; H odklnson , 1994, pp.491-2.)
Recent research does however point to examples of where students can have a  
positive and active role in decision making through taking responsibility for day-to- 
day routines in the school. Further they can be encouraged to assum e a 
responsibility for their own learning, and through involvement learn organisational, 
planning, discussion, decision making and leadership skills. (Stoll, 1991).
H opkins and h is a sso c ia te s  (1994) cite positive instances of student 
involvement in IQEA developmental projects. In one school students have been 
partners in staff development activities, (see later) (1994, pp.129-32).
Referring to the work of Jo h n so n  and  Jo h n so n  and R obert S lavin, Hopkins 
and h is a sso c ia te s  suggest that classroom learning may be organised in three 
main ways; competitive learning; individualised learning; cooperative learning. 
They discount the value of competitive leaming and whilst according a  legitimate 
role to individualised learning, they stress the qualities of classroom collaboration 
with the sophisticated skills of planning and implementation it requires. (1994, 
p p .1 3 2 -3 3 )
Jean  Rudduck (1995) states that from the evidence of talking to some 90 
students in three secondary schools, most of them from all achievement levels and 
backgrounds want to succeed. Many claim that if teachers treated them more 
openly and fairly and with more respect then they would be more ready to respond 
constructively in school. A mask of student nonchalance often hides a  great deal of 
anxiety about the future and regularly students realise too late the consequences of 
not making the grade.
Rudduck echoes much of what the North American research (cited by Fuilan) 
stresses about the principles students value in terms of respect, fairness, 
autonomy, challenge, support and security. She outlines some practical strategies 
to achieve those qualities. She urges teachers to talk to students about their 
learning and work more rather than simply reproving them. She asks that teachers 
recognise student readiness to assum e responsibility as they become young 
adults; to treat them with respect and sensitivity. (Rudduck, 1995)
In a  subsequent work, Rudduck and a number of research associates amplify 
many of the above points. In ‘School Improvement: what can pupils tell us’, 
they argue that the culture of adolescence in the 1990’s is far different from what it 
was even two decades previously. That culture, they argue, has been redefined;by 
conditions of unemployment, increased incidence of single parenting, family 
breakdown and poverty. Data suggests that young people are daily confronted 
with considerable responsibilities and complex situations, balance multiple roles 
and are influenced by the media to confront difficult issues outside school ; yet in 
the school situation they are not generally regarded as being sufficiently ‘socially 
competent’ to have a  say on the issues that affect their learning and development. 
The authors write:
“..the structures of the school offer, on the whole, less responsibility and autonomy 
than many young people are accustomed to in their lives outside school, and less 
opportunity for learning related tensions to be opened up and explored”.
(Rudduck et al, p.173)
Rudduck and her associates proceed to enumerate six key principles that will make 
a significant difference to learning from the students’ viewpoint. They include, as 
one might expect, respect for students individually and as  a  group; faimess; active 
engagement in learning through intellectual challenge; social support and security 
in order to maintain their self-esteem. A further principle interesting seeks to 
concede autonomy to students, not in an absolute sense but as a  right and 
responsibility in relation to physical and social maturity.
Such principles, they argue, will be nurtured by appropriate organisational 
structures that make for even handedness in the allocation of resources, engender 
true parity of esteem , explain to students the rationale behind rules and procedures 
and communicate expectations of achievement and acknowledge it in all its guises.
The role of the teacher is a  key one for, they suggest, teacher-student interactions 
can convey strongly positive or negative tones. Evidence suggests that positive 
encouragement to learning comes when teachers talk to students about it and not 
simply about their behaviour; when the students’ readiness to take on more
responsibility is recognised; when teachers show a sensitivity in their tone and 
manner in discourse with students; when students perceive that they are being 
dealt with fairly and without prejudgment ; when all students are made to feel 
confident that they can do well and achieve something worthwhile.
Quality of teaching also has a  significant role to play here, signalled in well 
prepared and clearly focused lessons; appropriate pace, activity and structure to 
encom pass all learning needs and transparent teacher enjoyment in teaching the 
students in question, (see  R udduck e t a!., 1996, pp .174-76)
Rudduck and her associates stress that it is important for students to ‘share their 
world’ with their teachers and for their teachers to perceive that world as being 
worthwhile. So many attempts at reform are only partially successful, they argue, 
because they are based on false assumptions about students’ learning and 
commitment and generally pay their perspective too little attention.
They conclude with some lines from Benjamin Zephaniah:
Teachers, your students have so much to say...
If you are so concerned about their future
Read about their concerns.” (R udduck  e t al.,1996, p.178)
It is significant that one of the most recent works on school improvement, which has 
been been lavishly praised, nods in the direction of student empowerment and 
partnership but nevertheless contains scant reference to practical strategies. The 
model remains very much one of development planning at the macro level. (Stoll 
and  Fink, 1996)
The overall tenor of the research to date thus suggests that schools have been 
slow to recognise the potential role of young people could have in shaping their 
own learning and the value inherent in creating greater student autonomy despite 
any threat it might pose to traditional concepts of authority.
Young peoples’ disaffection stems from a  range of potential sources. These partly 
result from being part of an educational system that brands many of them as 
‘failures’ and which itself consists as much of hurdles to overcome as  affirmation of 
positive achievement. However teachers and schools will have a  very important 
effect in helping young people to think positively about themselves. This will not 
only be signalled by them becoming more actively involved in the day to day 
running of the school or having more say in the development of their learning. It 
will also stem from the quality of the teacher-student relationship and the degree of 
respect and sensitivity accorded to students.
1.3 The current national context for change
In the past fifteen years, schools in England and Wales have been in the midst of 
what can only be described as a  ‘sea  change'. Only som e twenty or so years ago, 
‘change’ generally consisted of ad hoc, self-determined, single innovations which 
individual teachers in schools had an option as to adoption. These mainly 
involved the piloting of nationally or locally developed curriculurh materials or the 
trying out of new teaching strategies.
More recently the change agenda has come increasingly to be set by national 
politicians with teachers generally feeling that they'have little or no control over the 
change. Educational debate went more and more into the public domain as the 
1970’s progressed with real concern being expressed about ‘national standards’ 
and a variety of attempts to redress the issues, legislative and otherwise, which 
culminated in the Education Reform Act (1988) in the 1980’s and heralded further 
legislation in the early 1990’s.
Broadly speaking the reform agenda attempted by government sought to move in 
four main directions. First there was prescription, as epitomised by the National 
Curriculum and schem es for testing at 7,11 and 14. Second there was a  move 
towards decentralisation as witnessed in local management of schools, increases 
in the power of governing bodies and the decline of the L.E.A.. Increased 
competition between schools was a  third direction of change with opportunities for 
open enrolment supported by publication of ‘league tables’, the chance for schools 
to apply for grant maintained status and the employment of performance indicators 
on ‘out turns’ and ‘value added’. The fourth direction was that of privatisation of 
those providing services to schools, perhaps most dramatically symbolised in the 
formation of OFSTED.
It has become clear to most people involved in the teaching profession that 
innovation is by no means synonymous with improvement. Whilst there has been a 
radical and ambitious attempt to revolutionise the character of the educational 
system it is clear that our national expectations of it ‘delivering’ remain greater 
than its capacity- witness recent OFSTED reports on so-termed ‘failing schools’. 
Curiously, individual schools have found themselves without the very infrastructure 
of local support they relied on to help with educational innovation. Where pockets 
of support remained well funded e.g. through the TVEI Extension Project, schools 
came to shape local projects to meet their own ends, sometimes departing 
considerably from the original spirit of that Initiative’s remit. It has often been said 
that it has probably been useful that TVEI has been the ‘government’s forgotten 
initiative’.
The evidence to suggest that external pressure for accountability and increased 
competition has improved standards is very thin on the ground. Indeed, we have 
seen innovation overload emerge from a continual refocusing of approach at the 
centre because initial efforts do not appear to have hit the desired targets fast 
enough. Thus when schools could hold back for a  while, a s  with the introduction of 
GNVO, a number of Westshire schools did so. Some were cautious, not wishing to 
put the time and investment into something that might prove to be a s  ephemeral as
the Diploma or CPVE.
Fuilan (1991, p.1) noted that “overload fosters dependency.” Innovation 
overload is insidious because teachers lose their capacity to rationalise their 
approach to change. They have to respond swiftly to the actions or directions of 
others. Even change that is enthusiastically received proves difficult to translate at 
classroom level with the intended' benefactors, the students, gaining little.
Many writers now stress that we are moving beyond innovation overload into a 
situation where change is endemic. (Hopkins et al,1994, p.13). Rather than 
reduction in the pressure of innovation, it is anticipated that society will come to 
view change as a way of life and that new strategies will need to b e  found that go 
beyond the handling of one or two development priorities or innovations. Fuilan
(1991) admits to having changed his approach because the theories of planned 
educational change he once espoused “do not seem to work or appear to have any 
chance of success”
“Educational reform is complex, non-linear, frequently arbitrary and always highly 
political. It is rife with unpredictable shifts and fragmented initiatives...we do not 
have the choice of avoiding change just because it is messy. We are badly in 
need of a new mind set and lines of action that will enable us to survive and have a 
chance of progressing under these complex, less than helpful conditions.” (p.1)
The term ‘systemic change' is used to describe a  situation of proliferating and 
unpredictable change within the system. The situation would appear to cry out for 
a  radically different approach if we are to avoid feeling helpless, deskilled and 
frustrated; and change should become everyone’s business. As Fuilan and Miles 
wrote:
“no change would be more fundamental than a dramatic expansion of the capacity 
of individuals and organisations to understand and deal with change.” (Fuilan 
and Miles, 1992, p.745)
Teachers, they argue, will need to become knowledgeable and skilful in 
understanding the process of change per se. In that way individuals they can take 
control, rather than becoming victims, of change. Change will then become an 
opportunity rather than a burden (Fuilan and Miles, 1992, p.750); and those 
involved will be concerned with creative problem solving.
By “becoming skilled in the process of problem solving, we can develop as 
individuals and also cope more effectively with the future. ” (Hopkins et al,
1994, p.14)
There is thus a  paradox within educational change. Ôn the one hand, central 
government has asserted its control over the direction of educational development. 
On the other there has been considerable decentralisation of control and 
responsibility for implementation, resource management and evaluation. Shifts of 
responsibility to school level need resourcing to support those with new roles to 
meet their responsibilities; and also continuation of the external support structure.
Change at whatever level should be seen as a dynamic and evolutionary process. 
Having set off with a  clear vision of the expected outcomes, the strategy adopted 
should anticipate tensions and difficulties and allow for inevitable adaptations and 
adjustments en route. (OECD, 1989, p.2) If the trend towards self­
management is to realise its purpose, there has to be a  clear reflection of a 
school’s educational priorities within the allocation of resources. Caldwell and  
Spinks (1988) used the term “collaborative school management” to describe 
this process which they saw as integrating goal setting, policy making, budgeting, 
implementation and evaluation within a  broad context. Staff, s tu d e n t, governor 
and community involvement in that process was paramount.
It is legitimate to say that implicit in centrally imposed ‘top down’ change is an 
assumption that change is an event rather than a process. Recent Educational 
Reform Acts have assumed, for instance, that schools and local agencies will take 
care of putting the changes into practice (Hopkins et al, 1994, p .17). Yet a  
great deal of U.S. research e.g. the Rand C hange A gent S tudy  in th e  late 
1970’s, demonstrates the importance of local factors rather than central policy 
makers in determining the nature, degree and pace of change.
Milbrey M cLaughlin (cited by H opkins e t al, 1994, p.17) identifies effective 
and ineffective strategies. The latter she sees  as placing heavy reliance on 
external consultants, ‘one-shot’ training as a prelude to implementation, ‘packaged 
management approaches’, formal summative evaluation and comprehensive 
system-wide projects. Effective approaches (in her term ‘implementation friendly’) 
include extended teacher training focused on their experiences and felt needs; 
teacher observation of one another in action on similar projects; regular project 
meetings focused on practical discussion and involving teacher participation in  ^
decision making; the involvement of senior management in training and local 
development of project materials. Policies might set directions and provide a  
framework but they cannot readily determine outcomes. Real student achievement 
derives from implementation, reinvented in local settings, rather than the substance 
of change per se.
The irony, say Hopkins and h is a s so c ia te s  (1994, pp .18-19) is that many 
superficially attractive reforms cannot hope to enhance student outcom es because 
they represent a political response rather than one fashioned by informed debate 
and piloting and evaluation prior to wider dissemination. This caused  Slavin 
(cited by Hopkins et al) to refer to ‘faddism’ in education and an agenda 
which appears to move along in fits and starts according to the latest ‘good idea’.
He cites the controversy over the teaching of reading a s  a  strong example of this; a 
case of polarised positions based on belief rather than hard evidence. To escape 
from this situation, Slavin stated that local agents should insist on high quality 
evaluations of programmes prior to their adoption and a  system of initial and 
extended staff training coupled with systematic follow up support rather than ‘one- 
shot’ workshops.
There is thus a  strong case for arguing that much of modern educational policy 
making derives from ideological commitment and ‘good ideas’ than from a 
conscious, considered and systematic approach to the potential outcomes in term s
of enhanced learning experiences for students. In fact the extension of the market 
metaphor to education has meant the imposition of central government regulations 
to ensure that teachers ‘deliver* a  ‘commodity’ which has been carefully audited for 
quality control, via OFSTED, and meets minimum standards through curriculum 
conformity to what the government thinks is worth learning. (Crom bie White et 
ai, 1995, pp.13-14). In pushing their reform agenda, argues Fletcher, the 
government has failed to learn from the best practice in the industrial models it has 
affected to admire: that change involves empowering those involved to take 
ownership and make sense of it for themselves. The model instead is an imposed 
one of accountability for all involved in its delivery. (Fletcher, 1994, p.79; se e  
a lso  H odklnson , 1994, p. 503)
Research however suggests that rather than operating on a deficit model, 
successful change can develop as the result of judiciously blending it with existing 
good practice. Student outcomes, too, matter within the specific school setting.
For that reason the change must place a  premium on intemal conditions and 
involve staff who are aware of the dynamics of the change process. Staff 
them selves will learn alongside students within a supportive school culture that 
provides teachers with the chance to observe, discuss and feedback on current 
practice and to let this reflection inform future development. (Hopkins et al,
1994, p.20)
Schools find change a  complex process and not one that can readily be made 
sense of. Whilst incremental change might be assimilated gradually and subtlely, 
planned change will generally break up the natural development of things to bring 
about a  new order. If then it is externally imposed, it is more difficult to assimilate 
and researchers have long been aware of the resistance which naturally confronts 
such efforts. Internal changes, either at individual or system level, is more often 
seen as  a  natural or organic process. Hopkins and h is a s so c ia te s  (1994, 
p.21) clearly distinguish between the adoption of specific educational innovations 
and what they term to be ‘school improvement’, (see 1.8.3 later). They view this as 
an important tool for making sense of change for both students and teachers alike. 
Instead of a ‘top down’ pressurised approach schools will then be able to 
assimilate change to meet their own particular needs in partnership with their 
students.
1 .4  S tu d e n ts  and the  curricu lum
Fuilan outlines In broad terms four major phases in the study of planned 
educational change since the 1960’s. (1991, p.5) The first he categorises as 
being heavily influenced by the “the adoption of curriculum materials”.
From the mid-1960’s, both in Britain and the U.S.A., this strategy looked to make a 
major impact on student achievement. Often high quality materials were produced, 
the result of careful planning by team s of academics and practising school 
teachers, but they failed to have a long term major impact on teaching. This partly 
stemmed from classroom teachers using the materials without having been directly 
involved in producing them nor receiving much by way of in-service support to 
help them develop their use. In the end, teachers tended to ‘dip into’ the materials 
and assimilate parts into their own teaching without taking on the curriculum 
innovation whole.
The Schools Council Curriculum Projects received considerable enthusiasm  when 
introduced in the late 1960’s. They attempted to involve teachers and were 
accompanied by specific INSET programmes; but they were nevertheless top- 
down (’centre-periphery’) models of change and few drew any clear connections 
between appropriate teaching approaches and curriculum content, (see 
S ten h o u se , 1980; Hopkins, 1987, for detailed accounts.)
R iseborough’s ethnographic study of vocational students in a  tertiary college
(1992) gives an outward picture of highly conformist young people with upward 
mobility aspirations. They were ‘labour market wise’ and knew the importance of 
qualifications. At this level, too, they were highly committed to the course, a  BTEC 
National Diploma In Catering and Hotel Management. But despite BTEC having 
the reputation for engaging young peoples’ interests, these students wanted the 
Diploma without ‘the education’. They were concerned with getting good grades 
and passing ‘exam s’. Paradoxically, although College was ‘boring’ and a  ‘waste of 
time’, students did not reject its education or training credentials.
It is interesting to see  what factors were at work to create this attitude. Despite a 
broadly based curriculum that lent itself to active learning, it is clear that students 
were motivated not by prior knowledge of the content but by it being a  known job 
route. Their interest was not captured by the approaches to teaching and learning 
adopted. There were complaints about the ‘hard work’ involved and the monotony 
of hand outs and assignments ( a  common complaint with Melchester TVEI 
students too).
Some students considered the course delivery to be particularly banal at times, 
which students felt to be* demeaning. They did not see what they were learning as 
‘really useful knowledge’.
The course was characterised by what R iseborough describes a s  the “one way 
transmission of a preordained curriculum, combined with emphasis on 
individualised written projects and never ending assessment. ” (1992, p.230)
Some lecturers instituted an unending routine of copying down from the Overhead 
Projector. Further, there was a  complaint that a  number of lecturers treated the 
students “like schoolchildren”, being unwilling to enter into any kind of social 
relationship with them. There were also complaints about arbitrary lecturer 
approaches to differentiation and assessm ent. Many of these criticisms closely 
resemble those from Melchester TVEI students.
One student commented to R iseborough that :
7 don’t regret being on the course but I ’m just sick of it.” (1992, p.242)
We therefore have a picture that by itself the curriculum need not be enough to 
engage students’ interest and commitment to learning. This is borne out in 
D alton’s work on the ‘ G eography for the  Young School L eaver’ project as 
a  context for exploring school based change. (Dalton (ed), 1988). Amongst 
other features, he focused on the teacher’s role in influencing how young people 
engaged with the curriculum. As Dalton remarks:
“Superficially the same procedures can be going on across a range of classrooms 
but the methodology and approach can vary radically.” (Dalton, 1988, p.199)
Some teachers regretted what they saw as the passing of highly valued affective, 
aesthetic and manual skills through too strong an emphasis on cognitive- 
intellectual skills.
There were those teachers who were constrained a rigid concern for the curriculum 
objectives into an emphasis on the worksheet approach and the purveying of 
knowledge . Such carefully thought out and presented worksheets, comments 
Dalton, can have the effect of isolating the learner from the material by leaving the 
teacher firmly in control. Teachers who preordain the choices open to students in 
the learning situation through highly structured materials have the effect of tamping 
down student response and in terest. There is not what has sometimes been 
called the lace  to face’ interaction of learning.
The teachers who most engaged student interest were those who employed open- 
ended investigational approaches. Here the teacher tended to drop the pose of 
authority figure and instead sought to act as partner in investigating the concepts 
involved. To be successful, such an approach required just as much preparation 
and reflection on the teacher’s behalf as the worksheet approach. It simply 
abandoned a  fine tuning strategy for one targetted at generating new 
understanding and new questions as the process developed.
B lackm an and E vans (1994) focus on another important loss of learning within 
the constraints of the NVQ programme . A major critical flaw in the NVQ approach, 
they argue, is the specific nature of the performance criteria to straitjacket the 
candidate . Not only does this restrict the candidate from transferring her 
qualification to a new job but trainees, when interviewed, said that they would have 
valued an input on the theoretical background to what they were doing. There is 
no place in the criteria for general educational subjects and learning programmes 
are in many cases kept to the periphery of vocational training. The qualification
also concentrates on individual skill competencies when many employment areas 
have begun to focus on the crucial benefits to be derived from team  work - the 
ability to work in teams, to manage team s and to direct team s. This is ironic in 
terms of government commitment to developing a workforce with a  flexible outlook 
as part of the NTETs agenda.
Raggatt too has trenchantly commented on the effects of the domination of NVQ 
bodies by employers, which, he claims, has resulted in standards that are 
occupationally over- specific and lack the transferable skills necessary to produce 
a competent and adaptable workforce. (Raggatt, 1991).
The debate on post-16 education has over the past decade led to â  proliferation of 
models and frameworks designed to generate some coherence and progression 
into an unresolved national pattern of provision . The national CPVE and Diploma 
Intermediate models have gone to be replaced by one with a  more specific 
vocational focus, GNVQ.
The bibliography contains a list of references relating to these issues in which 
publications by the FEU and the London University Institute of Education have 
tended to predominate. These have been major partners in the process of 
generating ideas for overarching modular curricular or ‘credit’ frameworks, 
entitlement programmes and the development of core skills, (see for instance, 
Young, M orris and  H odgson, 1994; E ssex  C ounty C ouncil, 1991) Some 
of the modular curricular structures have received local accreditation within LEAs; 
and schools and colleges have piloted and adopted frameworks of varying 
complexity to give a breadth of entitlement post-16. The feedback from the student 
consumers is thin on the ground but experience suggests that there are difficulties 
in establishing credibility for locally devised schem es and, moreover, sometimes a  
difficulty in penetrating their complexity.
H odklnson and  M attison (1994) point to problems of establishing parity 
between GNVQ and A Level. Part of their conclusion is that to establish some 
credibility for GNVQ with young people, “A Levels must be changed, so that 
academic rigour can be combined with vocational relevance and good pedagogic 
practice in a holistic modular framework for all young people.” (1994, p.334)
H odklnson also argues that the claims made by some curricular programmes to 
encourage student empowerment through the development of critical autonomy 
are largely myth. True empowerment, he says, implies full student involvement in 
curriculum decision making and neither TVEI nor CPVE nor its successors have 
fostered that. A Levels, he contends, challenge students intellectually but usually 
.within preordained frameworks rather than to open ended investigation and 
criticism of his or her environment. Most vocational programmes might encourage 
students to exercise personal effectiveness through practical projects and 
assignments and group work but problem solving rarely passes beyond a 
superficial commitment to ‘community values’ without querying the underlying 
assumptions on which they are based.
Such restrictions are underlined by the government’s
“functionalist and behaviourist elements of competence in NVQs, the insistence on 
the reduction of coursework in A Levels, the removal of all supposedly 
controversial elements, such as empathy, in history in the National Curriculum pre- 
16 and the constant attacks on all elements of ‘progressivism’. (Hodklnson,
1994, p .503)
The recent report by Jo n e s  on the introduction of GNVQ at Key Stage 4 (1995) 
again highlights issues of parity and curriculum quality control. The interim 
Dearing report (1995) does not appear to presage an abolition of the A Level 
‘Gold Standard’. (DEE, 1995). It will be interesting to see  how the final report 
addresses the issues of wasted potential through the high ‘drop out’ and failure 
rates. (OFSTED, 1993).
The Technical and Vocational Initiative (TVEI) was described by HMI as “the 
largest curriculum development project funded by central government” (see 
W illiams and Y eom ans, 1993, p.421.) By the time it has completed its 
sequence through ‘Pilot’ and ‘Extension’ to 1997, it will have cost well over £1 
billion, making it one of the most heavily funded educational initiatives ever 
launched in the United Kingdom.
Skllbeck and his associates describe it as “simple, direct and audacious: to 
change the curriculum for the 14-18 age group by giving it a more practical and 
applied character and drawing out its function as a bridge to the world of work. ” 
(Skllbeck  et al, 1994, p.210)
It was an approach that, significantly, looked at the 14 to 18 curriculum as a 
coherent whole. It looked to create equal opportunities; to provide year-on 
progression; to have clear objectives to support student personal development; to 
link the curriculum to potential employment opportunities; to provide a framework 
for formative and summative assessm ent. As a pilot schem e in its initial stages, a  
number of different curricular models were tried. It significantly spoke of the 
development of “initiative, motivation, enterprise...problem solving skills” and the 
implication of that commitment was the introduction of more student centred 
learning approaches.
There is no doubt that TVEI potentially promised a  more exciting and dynamic 
learning experience for young people. Organised well, it helped them to see the 
relevance of the curriculum and encouraged learning in the workplace and the 
wider community. It brought short term readily identifiable learning and 
assessm ent objectives with the development of modular curriculum schem es. It 
provided experiential learning styles that stimulated leamer and teacher alike and 
it encouraged positive and formative assessm ent approaches. Many students 
found a  refreshing flexibility in the curriculum; to negotiate to some extent their own 
learning activities and to move about school and community in their pursuit.
There were undoubted problems attached to the speed with which TVEI was 
introduced however so that many teachers were ill-prepared for the quite radical 
changes in approaches they should take. There was a divisive nature to the
original schem e with a cohorts of students and substantial resourcing of certain 
curricular areas causing resentment among those not included in the bounty. 
Sometimes students in areas of high unemployment saw TVEI as a  ‘con’, a  means 
of preparing them for jobs that were not there. In some schools the whole ability 
range was by no means represented in the TVEI cohort, it being skewed to the 
lower end of the range. In a number of schools it did little to encourage students to 
explore occupations that were not gender stereotypical, (see H itchcock, 1987; 
M cCabe, 1988; S toney , Pole and  SIm es, 1986; U niversity  of L eeds, 
1986, 1988; FIddy and  S tronach  (ed), 1986; NFER, 1987; S ik es and  
Taylor, 1987; FIddy and  S tro n ach , 1987; B arnes, 1987; Dale e t al,
1990; W illiams and  Y eom ans, 1993). Dale and his associates perhaps 
exaggerate when they contend that many students “did not know that they were 
participants in a great educational adventure”. (Dale e t al, 1990, p. 278)
In fact practice varied from school to school according to the nature of the school 
and the attitudes towards student learning and outcomes. Murray S au n d ers  
spoke of ‘an innovation enclave’, stressing the differences in quality of provision 
that could be seen between different schools depending on how well equipped 
they were to cope with the demands of the scheme; and between departments in a  
school where those within the TVEI ambit were applying teaching approaches that 
might be quite different from more traditional approaches used in other 
departments. Clearly this caused som e confusion for the students too. S au n d ers  
also stressed the importance of the Curriculum Coordinator in the development of 
the schem e; to help that person develop a  range of innovatory skills, curriculum 
knowledge, insight and personal qualities for motivating others, (in FIddy and 
S tro n ach  (ed), 1986).
The above discussion of the research literature on the curricular innovation and 
development and the students’ learning experience reveals that structures and 
objectives as means of motivating students are not enough. Often curriculum 
objectives are constraining. Students become engaged when the climate for 
learning enables them to be actively involved and when they work in partnership 
with their teachers. Success also requires full teacher commitment to the 
curriculum too.
C rom bie W hite and  his a s so c ia te s  (1995) provide us with another 
interesting curricular vision for a unified 14-19 education and training framework. 
However, their discussion of this framework significantly goes beyond structure to 
the range of influences that make for effective student learning.
1 .5  How s tu d e n ts  learn.
1 .5 .1  The in fluences on s tu d e n t learning.
S k inner’s behaviourist approach and P iaget’s interactionist model of ‘discovery’ 
learning have been influential in explaining why students learn successfully. In 
their description of the learning process both B runer’s exploration of how children 
come to construct reality and Vygotsky’s description of a  process of scaffolding 
provide an insight into the critical role of the adult in assisting children to mature in 
their thinking and understanding. (Crom bie White e t al, pp.28-29)
The role of the teacher is also central to Kolb’s experiential learning cycle of 
experience, reflection, conceptualisation and experimentation. Here the teacher 
acts as facilitator to enable the learner to use experience as a basis for further 
growth and development. Kolb em phasises the affective dimension to learning.
He is aware of the influences of context, the range of previous experience and 
emotion on the learning process. In common with R ogers and other humanistic 
psychologists his concern is to get young people to reflect upon their learning and 
construct meaning for themselves. Learning is presented as a  matter of challenges 
to, and the reformulation of, personal constructs and the role of the teacher is to 
help ‘lubricate’ the process. He would largely sympathise with the R ogers view 
that he could not teach anyone; only talk to them about their learning, (see Gibbs, 
1988; R ogers, 1983). Yet the teacher, by constructing programmes of learning 
has a  crucial influence on the resources that young people draw on.
Fielding (1994) used the Kolb model to develop a language of teaching and 
learning. Talking to post-16 students he found out that in the learning process they 
valued teachers who took account of their personal identities- gender, race, 
culture or personal environment; topics that focused on their future aspirations in 
terms of jobs and qualifications; who worked positively at developing their 
strengths; who took on the role of learning partner; who displayed enthusiasm and 
helped to give inspiration; who helped to create group dynamics in a  manner that 
valued all members, and who provided a  comfortable, accessible and non­
threatening learning environment. In terms of teacher development. Fielding 
places emphasis on the need for teachers to want to learn about the process of 
learning.
Howard G ardner challenges the predominant value system in our schools that 
concentrates on one particular form of knowledge as being worthy of assessm ent 
and a limited range of assessm ent approaches. That is to discount other realms of 
intelligence as subsidiary. G ardner identifies seven areas of intelligence: 
linguistic, musical, logico, mathematical, spatial, bodily, kinaesthetic, interpersonal 
and intrapersonal. He argues in favour of a dramatic shift in emphasis over what is ’ 
taught. Often students in the research project spoke of something ‘not being proper 
learning’ if it did not conform to this dominant paradigm, (see Crom bie White et 
al ,1995)
This of course has an important knock on effect. If an individual’s particular talents 
are seen as having little currency, then their self-concept will decline. If this is
constantly reinforced by poor outcomes in the areas of learning that are 
traditionally valued, their lack of self-esteem will eventually lead them to stop 
trying in the future. As Bandura states:
“People who have a strong belief in their capabilities think, feel and behave 
differently from those who have doubts about their capabilities”. (1988)
The ones without strong self belief are ultimately alienated from a system that 
reinforces m essages of low achievement through commitment to a  notion of 
‘worthwhile knowledge’. Who knows what reservoir of natural talent is lost in this 
manner? Learners with high self esteem  and a mind set which Seligm an 
describes as ‘Learned Optimism’ are usually much'the most successful.
(Entw istle, 1987; B andura, 1988; Seligm an, 1990; Mager,* 1992; A bbott 
and Dalton 1993; ).
Effective student centred learning is taking place when students not only 
demonstrate knowledge and understanding, skills and attitudes but are able to 
display independence and high self esteem . Students will be negotiating their 
learning paths. They will be involved in establishing patterns and relationships 
within the material and encouraging reflection and the transfer of what has been 
learned beyond narrow subject boundaries. Success will be demonstrated in the 
student’s positive and active response to challenges and in an understanding of 
purpose. Shorter term learning goals will help to improve student motivation. 
Assessm ent will take the form of a dialogue between teacher and learner about the 
quality of the student’s learning. Students will reflect on what helps them to learn 
effectively and develop a commitment to the idea of ‘life long learning’, (see 
A bbott an d  Dalton, 1993; B arnes, 1976; Boom er e t al, 1992; 
Entw istle,1987 ; R ogers, 1983; Seligm an, 1990; W oods an d  Orllk, 
1994).
All teaching and curriculum provision will need to be sensitive to what most 
effectively helps the student to learn. It will need to accommodate different 
peoples’ learning styles ; provide a  stimulating learning environment; ; realise the 
power of student self-belief and encourage it in a positive way. It will need to limit 
talk about students’ limitations but concentrate on reinforcing areas of positive 
achievement and focus on ways of helping them to progress in their ‘weaker’ 
areas. (Abbott and  Dalton, 1993). In Westshire, members of the TVEI Unit 
have used the Pacific Institute ‘Pathways to Excellence’ programme with Sixth 
formers, aiming to make them effective learners through improving their concept of 
self-worth. The results have been uniformly successful and some remarkable 
transformations in student attitudes have taken place.
There is substantive evidence to suggest that experiential or active learning, the 
development of negotiated learning approaches, flexible learning and supported 
self study, group tutoring and modular schem es have much to contribute to helping 
students become effective learners. Whilst the demise of such schem es as the 
W essex A Level and the GCSE modular schem es in the early 1990’s represented 
something of a retrograde step , there has been the opportunity for students to 
negotiate their learning on GNVQ programmes and to some extent the modular 
theme has returned in the guise of certain post-16 credit based programmes as
well as appearing in the moves towards a  vocational curriculum 14-16. There is 
also significant evidence to suggest that experiential or active learning , 
assignment led learning and group work have become relatively common 
classroom practice, greatly stimulated by TVEI. (see Crom bie W hite et al,
1995; G randes and  G innis, 1986; S toney , 1990; H ughes, 1993; 
W a te rh o u se , 1990.)
Crom bie White and his associates conclude by emphasising what they see as 
quality learning. They stress the importance of its essential moral and social 
purpose- what makes people human and why? For individual learners they 
envisage a system which builds on their personal interests in a structured manner; 
allows them to digest and internalise what has been learned and informs them as 
of right as to the values and purposes underlying their learning programmes. They 
see an important social dimension to effective learning and ‘being human’. (1995, 
p .61 .)
Recent research suggests that successful student engagement with learning and 
subsequent personal development depend to a  considerable extent on what has 
been termed ‘emotional intelligence’ as well as upon the traditional, rather narrow, 
concept generally subscribed to at present. The concept of ‘emotional intelligence’ 
partly explains who people of high I.Q. might flounder and yet those of modest l.Q. 
do surprisingly well. ‘Emotional intelligence’ is bound up with factors such as self- 
aw areness and impulse control, persistence, zeal and self-motivation, empathy 
and social deftness. Evidence further suggests that emotional intelligence can be 
nurtured and strengthened. It thus needs to be asked to what degree any 
curriculum model adopted explicitly caters for the development of such 
characteristics a s  well as the more traditional elements, (see  G olem an, 1996)
1 .5 .2  How s tu d e n ts  are  a s s e s s e d .
Student assessm ent is employed for a  variety of purposes. In the minds of many 
who attended school twenty or thirty years ago, it is usually associated with some 
form of ‘selection’, most probably at 11+, or with measuring attainment in a  norm 
referenced manner in external examinations. Criterion referencing broadly applies 
on NVQ and GNVQ programmes but A Levels remain norm referenced tests and 
GCSE has never really moved away from norm referencing for it too is employed 
as a  ‘filtering’ process.
Assessm ent is intended to provide a  formative basis for taking learning fonvard as 
well a s  a  summative record of what has been achieved. Hence it has a  diagnostic 
purpose too. The advent of the National Record of Achievement was seen as a 
means of providing a record of attainment and ^ basis for target setting for future 
learning through dialogue between student and teacher. In fact som e would say 
that this dialogue, this ‘communication about learning’ as some call it, is the most 
important part of the process. It informs and maintains the quality of the active 
learning process outlined above. (GIpps, 1991; Pole, 1993).
Assessm ent is a complex process but is valueless to a young person if it fails to 
communicate what has been achieved and why; or what the next line of
development should be. Elizabeth Bray writes of the importance of a  whole 
school assessm ent policy as a means of maintaining coherence of approach.
Such an approach, she contends, not only aids student learning but also provides 
an important sign of the school ethos and its approach to fostering student 
development. The tone of successful assessm ent will mirror the manner in which 
students are encouraged to learn. (Bray, 1992)
1 .5 .3  T utoring  su p p o rt
Tutorial support can be a  potent factor in enhancing student learning. An 
important work on the diverse roles of the personal tutor was written by Jo h n  
Miller for the F.E.U. in 1983. A very practical guide it highlighted the range of 
potential roles for the personal tu to r. These might include acting a s  guardian of 
the students’ learning entitlement in school; ensuring that the ‘learning contract’ 
between student and school was kept on both sides; keeper of records; som eone 
who liaises with other ‘partners’ directly concerned in the student’s learning and 
development; advocate and representative for the student when required; 
counsellor and guide; someone who maintains discipline; monitor and reviewer of 
student progress. Those roles require the demonstration of a  formidable range of 
personal skills. There have been no more popular courses in the W estshire TVEI 
scheme over the past five years or in Melchester during the ‘Pilot’ programme than 
those held on the development of tutoring skills. (Miller,1983; see  also som e 
interesting discussion of the tutoring issue in W aterhouse, 1991).
Recent research by W hiteside into the perceptions of post-16 students a s  their 
institutions’ tutoring and guidance system shows that there is no one model of 
provision but rather a  variety linking in with the range of different structures, 
cultures and processes across schools and colleges. Formal system  models are 
not always seen by students as being the most successful. Often the success of the 
system, not surprisingly, is justified by student perceptions of the individual tutors 
involved. (W hiteside, 1994, pp.390-1)
1 .5 .4  Is s u e s  of equality  of opportun ity
Without wishing to enter the complexity of issues relating to the influences of 
gender and cultural background on learning, or the particular requirements of 
Special Need students, it would seem important to refer to the various questions 
raised by B rocklngton White and  h is a sso c ia te s  (1995) that could be used 
to evaluate learning provision.
In terms of multicultural education, there will be a  need to ask if the curriculum 
promotes mutual respect and tolerance and builds on the richness of cultural 
diversity whilst discouraging racial stereotyping.
In terms of gender it will be important to analyse boys’ and girls’ options and to see  
where extra support might be needed. Also it will be important to observe whether 
boys and girls are treated any differently in the classroom situation and whether the 
staff employed mirror a kind of sex stereotyping across the curricular areas.
In terms of special needs students it will be important to identify their range of 
needs and appropriate materials to meet them. Teachers when assessing will 
have to be especially careful to reinforce success rather than to underline failure. 
Students will also require support with dealing constructively with challenging 
behaviour.
1 .5 .5  C on tex ts for learning: the  w orld of work and  th e  com m unity.
Involvement with the world of work is not simply a matter of narrow vocational 
guidance and preparation. Work experience has probably been the most familiar 
of work related activities and over the last decade careful thought has been given 
to developing and enhancing the quality of that experience for young people It has 
become more than a job experience and lends itself to a  more wide-ranging 
reflective study of the implications of work, (see for instance the criteria for quality 
work experience set down by Miller, 1992).
An increasing trend in work related education has been to em phasis that wherever 
possible it should not be a  curriculum ‘bolt on' but integrated into the formal 
curriculum as a  means of demonstrating the relevance of what is being learned. 
Education Business Partnerships and the School Curriculum Industry Project 
(SCIP) place this firmly as one of their main aims. It can then provide a  context in 
which to develop a  wide range of skills, knowledge and understanding.
A range of work related activities now exist, some of which demonstrate a 
reciprocity of benefit to both partners. For instance, students might carry out a 
problem solving activity on behalf of a  local company through their mainstream 
curriculum subjects or act as consultants in a  market research survey.
The range of activities include Industry Days (often involving simulated activities 
run jointly by teachers and employers); teacher placement activities in industry to 
help them explore the potential of industry links; careers guidance projects; 
employer endorsement of the National Record of Achievement; Compact 
developments, in various shapes and forms; Young Enterprise schem es. An 
important recent development has been the development of mentoring projects 
where business and community representatives work with individual young people 
who have identified that they would benefit from some extra help with their career 
plans or target setting or who would be ready simply to play the role of active 
listener. (Miller, 1993; C urtis, 1994; DFE, 1994; Miller e t al, 1995;
NFER, 1994; R ichardson , 1992 )
The diversity of work related activity was recognised in the government grants 
made available a s  a  result of the ‘Helping B usiness to  Win’ W hite Paper 
(HMSO, 1994) arid ,of course, in strategies for meeting the National Training 
and E ducation  T argets. (NTETs). The potential of school involvement in 
business links was recognised by the OFSTED Report on ‘GNVQ in S chools 
1 9 9 3 -9 4 ’ (HM SO,1994)
Young people also derive much value from community based learning.
Community Service Volunteers have long had a strong commitment to education at
primary, secondary and tertiary sectors, producing a  range of learning activities 
focused on the community. The CSV m essage is that young people learn 
effectively through taking an active role in the community and it lays great 
emphasis on the concept of individual empowerment. It has fostered an alternative 
Community Enterprise model targeted at helping young people to develop a  range 
of personal and social skills which it defines as going to make up an ‘enterprising 
person'.
It is thus clear that students will learn effectively and be motivated to develop their 
learning if, first, considerable thought and planning is given to the organisation of 
learning activities; second, if they are actively involved in determining their own 
learning outcomes and third, if it is recognised by all who help them to learn that 
there are affective elements to the learning process. The specific curriculum 
structure might aid that development but that will depend upon the degree of 
flexibility within it and the approaches it adopts towards student assessm ent. An 
effective tutoring system will support the development of their learning and a variety 
of contexts for learning will stimulate their learning. Partnership with local agencies 
will thus be important. Important consideration also needs to be given to the 
concept of equal opportunities in the learning process and there are som e key 
questions that schools must ask themselves in that respect. I
1 .6  The role of te a c h e rs
1 .6 .1  The te a c h e r a s  p e rso n  and  p ractitioner
Denis Fox carried out a  survey which involved asking teachers what they meant 
by teaching. Four basic theories emerged. There were those teachers who talked 
as if knowledge was a  ‘commodity’ to be transferred from one vessel to another. 
There were teachers who saw their purpose as one of ‘shaping’ or moulding 
students to some predetermined pattern. There were those who saw themselves 
as ‘travelling’ companions of students on an exploration of the subject terrain.
Finally , there were those who saw their role as fos'tering the learner’s intellectual 
and emotional development or ‘growth’. (Fox, 1983)
We have already considered the conditions that promote effective student learning 
and these amount to the teacher taking more of a role as facilitator and guide. Yet 
such dem ands might place considerable pressure on the teacher who has had 
relatively little time to adapt; and this in turn perpetrates a  feeling of being 
‘threatened’ and heightens the stress of innovation ‘overload’.
Fuilan and  H argreaves consider that the challenges for teachers are in 
developing interactive professionalism by which they mean being allowed to 
develop greater powers of discretion in making decisions; working with colleagues 
in collaborative cultures; critically reflecting as a  group on questions of purpose 
and value; commitment to norms of continuous improvement in school; and making 
them selves ‘accountable’ through opening their classroom doors. (Fullan and 
H arg reav es , 1992. p.3)
Teachers, however, are confronted by a  number of issues including frequent 
‘overload’; a  feeling of being isolated from their companions behind classroom 
doors; not having the opportunity to derive the full benefits of their individual 
creativity and competence ; a  relative narrowness in their roles and the complex 
problems associated with educational innovation. The latter include lack of 
resource, unrealistic timescales for operating in and ‘faddism’ and ‘quickfix’ 
approaches, (p.7)
Fullan and  H argreaves stress that teachers are not simply employers of 
technical skills but people who have clear values as to the moral purposes of what 
they are doing; a  factor sometimes ignored by advisory staff. They argue that there 
is a  balance to be achieved between getting teachers to be open to change and yet 
to build on their existing strengths. Change must therefore be built in to the overall 
vision of their practice. Teachers need to be seen as persons. Like all humans 
they have complex personalities and to ‘rubbish’ older methods is to insensitively 
devalue what some of our most respected teachers have used over their careers. 
Teachers it should be remembered have a  ‘life after school’ and commitments 
outside teaching. Lack of self esteem  among teachers can be as common as it is 
with students. (Fullan and H argreaves, 1993)
When teachers are involved in change it will be a highly personal experience of 
which they have to make sense . They will need to ask whether the effort gone to
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will justify the cost in terms of time, energy, interference with existing priorities, and, 
most of all, benefits to the students in their charge. They will naturally ask how the 
students will react to the change as well. They will also need to be on guard 
against the ‘hard sell' that often distinguishes the promotion of change. (Fullan, 
1991)
Heads have to be careful not to devalue teachers by opting for an exclusivity of 
approach that rules out the kind of methods being used by some staff. Rather, 
contend Fullan and H argreaves, we should be looking to nurture the individual 
strengths of each teacher and value a  range of routes to supporting student 
learning. (Fullan and  H argreaves, 1992)
Much has been written about developing collegiality between teachers within 
schools; the benefits of a  positive collaborative culture that might be fostered by 
team teaching, planning, observation, action research, mentoring and so on. It will 
manifest itself in stronger interdependence, shared responsibility, collective 
commitment across the staff and strength in shared review. (Little, 1990 cited 
Fullan, 1992).
Nias maintains that cultures of collaboration do not need formal or bureaucratic 
structures to help them to work. They are fostered much more by good 
interpersonal relations on the staff and a pervasive attitude of supportiveness and 
trust. Collaborative cultures, research suggests, need to constantly reassess their 
values while resting on a  bedrock of security. In terms of leadership, it is not the 
the charismatic ‘high flyers’ who move school cultures forward permanently but 
rather a  Head who gives teachers the opportunity to discuss issues and individuals 
on the staff to exercise some form of functional leadership according to their 
particular skills and talents. (Nias, 1989).
There may be a  ‘comfortable’ form of collaboration in staff who go little further than 
reacting to individual initiatives and takes no long term proactive stance to planning 
and development. Schools should be careful to avoid the growth of sub-groups or 
cliques; what has been termed ‘balkanisation’. Collegiality cannot be achieved 
overnight. It needs to be developed and allowed to grow. It might be kickstarted by 
the appointment of someone like a  staff coordinator but if administratively imposed 
it will amount to a ‘contrived collegiality’ symbolised by inflexibility and obstinacy. 
(H arg reaves, 1991)
Fullan and H argreaves urge teachers to reflect on their practice and act 
according with their beliefs as to its relative effectiveness. They look to 
engendering a  positive collegial approach across the whole staff and a 
commitment to continuous improvement and professional learning. H eadteachers 
are counselled to value staff and understand their cultures. They should promote 
collaboration and foster collegiality and provide menus of possible activities rather 
than mandates for action. (Fullan and  H argreaves, 1992, pp. 86; 112)
‘W hat’s  worth fighting for In your sc h o o l? ’ encapsulates much of the recent 
research about teacher behaviour that Fullan, Hargreaves and their colleagues 
explore in other works. (1992)
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Hopkins et al (1994, p.52) stress the need to discuss the relationship between 
teaching strategies and levels of student achievem ent. They underline the need to 
use a portfolio of approaches to meet the varying ages, interests and aptitudes of 
their students. They agree with Stenhouse that teachers in successful schools 
take individual and collective responsibility for basing their teaching on the best 
knowledge and practice available. Hence they should access available research 
literature and critically reflect upon their own practice as it affects the students they 
teach.
There is a  broad consensus between commentators as to the need of careful 
planning and strategies to meet the varying context of student needs. Teachers 
must work together to address the full range of cognitive objectives and use 
approaches that free up time for enriching and clarifying content and student 
practice and refinement of skills. They will link these in with effective approaches 
to monitoring student development and to regular formative feedback. They will 
encourage students to develop meta-cognitive strategies and regularly reflect upon 
their own practice. In the researcher’s experience, teachers find it valuable to 
reflect about teachers who had a  significant influence on their own development; 
the kind of role models described by Rubin as “artist teachers” (1985) These are 
people with a command of the subject but who can guide students and their 
learning through perception, intuition and creativity.
Hopkins and his associates (1994) make much of the value of cooperative 
cultures and learning approaches but some teachers undoubtedly do feel 
threatened at having to abolish long cherished pedagogical traditions and of 
‘letting go’ of discipline. Also, with one eye to the league tables, they may fear that 
abandoning established practice is too great a risk . Parents, too, may be 
concerned that the traditions in which they were educated are now being sacrificed 
to what the media have called ‘trendy teaching.’
1.6.2 Teacher professional development
Fullan describes the professional development of teachers a s  the “cornerstone for 
meaning, improvement and reform. Professional development and school 
development are inextricably linked. “  (1991, p.315)
Both he and Joyce and Showers (1988) have demonstrated the disappointing 
impact of staff development initiatives on student leaming outcomes ,
He looks at two fundamental assumptions of teacher development: the notion of 
‘teacher as learner’ as a  career long proposition and the linkage of professional 
and school development outlined above.
Fullan cites the importance of integrating teachers into the school community; of 
endeavouring to support their professional and personal esteem  and of helping 
them develop a reflective approach to education including a notion of corrtinued 
professional growth.
He cites a number of factors that can contribute to ineffective staff development.
These include short one-off workshops with lack of follow up; insufficient time to 
reflect on and evaluate what was learned; a failure to address individual needs 
and concerns and backgrounds of teachers and insufficient consum er opportunity 
to influence the content.
Successful schools make provision for regular discussion of the curriculum; for 
analysing teaching approaches and for observing and feeding back on. one 
another's practice. There are Westshire schools which insist that staff formally 
report back to whole staff meetings on any INSET they have attended with a  view to 
exploring how the school might benefit further. There are many more schools 
where teacher development remains very much the domain of the individual 
teacher and little or no dissemination of interesting practice takes place. There are 
a number of valued curricular networks within Westshire, several of which address 
post-16 issues and provide forums for debate and dissemination of ideas and 
practice. They are popular with those who attend yet information from them is 
often passed on to fellow teachers in a  loose, informal and ad hoc fashion; partly 
because the necessary structures and time are not available ‘in house’.
Joyce  and  S h o w ers’ work on staff development (1988) has helped to transform 
thinking on the subject. They have focused particularly on the transfer of 
theoretical models of teaching skills and strategies into practice in simulated and 
classroom sessions with structured and open ended feedback.
Lack of ‘slack’ within the system since the days of TRIST and GRIST has 
undoubtedly brought about a  much closer scrutiny of staff development provision 
than formerly. Of course there is concern about its cost but there is also, in the 
researcher’s experience, worry about the parental reaction to the disruption of their 
childrens’ education.
It is easy to be cynical about Headteachers who reject long term staff development 
programmes in favour of the ‘one-shot’ workshop approach . Many Heads, both in 
Melchester and Westshire, acknowledge the benefits to be derived from long term 
INSET programmes by identified ‘change agents’ with responsibilities for 
dissemination back ‘in house’. However, few Westshire schools appear to have 
met the criteria for effective dissemination so that the courses have often seem ed, 
in retrospect, an expensive investment in individual members of staff. At least the 
‘one shot’ course helps to spread relatively scarce INSET resources more widely. 
Nevertheless staff can be frustrated by the fact that they have only just come to 
grips with the issues when their ‘quota’ of INSET is over.
Each Westshire course is carefully evaluated and from those evaluations has 
emerged a growing demand for ‘toolbox approaches’ and so-called Action 
Research Projects that focus on shared development, piloting and evaluation of 
curricular materials prior to full adoption. An annual review in two Westshire 
consortia coordinated by the researcher in 1993 produced a number of 
recommendations on staff development with particular em phasis on need, clarity of 
proposed outcome, phasing of programme and strategies for ‘after care’. 
(W estsh ire  C onso rtium  1, 1993)
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The quality of teaching is a  key factor in the quality of student leaming. Part of that 
quality will in turn be determined by the manner in which the teacher is valued or 
supported. An effective learning partnership involves both partners feeling valued. 
Earlier there was reference to the need to develop student self esteem . School 
leadership has an obligation to see  that its teachers feel valued as a  group and 
have a  sense of self worth as individuals.
Teachers who feel threatened by the change process will not surprisingly retreat 
into a  shell of resistance. Effective collegiality and collaboration among the staff 
can relieve many of those concerns and help teachers more easily adapt to the 
different dem ands made by innovation. Focused staff development will be part of 
that approach. The teacher too is a learner in a  system of constant change and 
there are remarkable parallels between her position as a  learner and that of the 
student.
If teachers feel valued and supported in the process of change, it is reasonable to 
suggest that they will more readily strive to ensure that their students feel valued 
and supported too.
1 .7  P a ren t pow er
Parents may be seen in a  variety of different lights by teachers. They might be 
looked upon as a  hindrance to student development if they lobby for more 
traditional approaches to learning or, worse, fail to motivate their children. On the 
other hand parents may be seen as potential partners in the education of their 
children. Certainly they have a high profile as consumers in the era of the Parents’ 
Charter. (H opkins e t al. 1994)
Fullan writes;
“The closer the parent is to the education of the child, the greater the impact on 
child development and educational achievement” (1991, p.22)
Mortlmore and  a s so c ia te s  (1988) cited parental involvement a s  one of the 
twelve key factors in differentiating effective from less effective schools. Apart from 
attendance at meetings and support in the classroom, it was felt that an effective 
school was one where parents could enter with relative ease  and informality.
Much North American research cited by Fullan describes the willingness with 
which parents wanted to support the teachers in the education of their children. 
Fullan advises parents to check out schools with positive attitudes to parent- 
community involvement before making a choice for their children. He asks them to 
support their child at home so that they are forming a strong complementary 
relationship with the teacher and to try to come to terms with the implications of the 
curriculum. He urges schools to make parental involvement a  fundamental part of 
their mission and to establish readily understood procedures for parents to follow. 
(1 9 9 1 )
Certainly the need to acquaint the parents with the details of the curriculum is made 
very clear in a  small research study by Pring and C hristie  (1989). 
Commissioned by NCPTA, they carried out a  survey by open ended questionnaire 
and interview of one hundred families to gauge their knowledge and 
understanding of the TVEI courses their children were on. Many valued the 
increased interest in personal development that the course appeared to bring but it 
was very clear that they had very little concept of what it was about. The authors 
wonder how schools could claim to take parents seriously if they had failed to 
communicate to them what was involved in an important part of their childrens’ 
curriculum. Doubtless others warned their children against it rather than risk them 
stepping into the ‘unknown’.
Several researchers have produced helpful checklists to aid schools review their 
levels of parental involvement. One very comprehensive one has been produced 
by M cBeth (1989) .
Stoll and Fink stress the need to give any partnership with parents a  ‘human 
face’; to make parents feel a welcomed and valued part of the school. Further it 
should not be assum ed that parents represent some homogeneous entity. Their 
goals and values will vary considerably.
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Drawing on the work of Epstein (1995), Stoll and Fink offer a  useful framework of 
reference to help parents become meaningfully involved in the life of the school. 
This includes provision of a  supportive learning environment at home; regular, two- 
way jargon-free communication about students' progress; volunteer opportunities 
in the school community; provision by the school of resources to support student 
work at home; meaningful involvement for parents in school decision making and 
school links with appropriate community resources and services to support families 
and students, (see Stoll and  Fink, 1996, pp.135-36)
1 .8  Innovation  and  change : an  overview .
1 .8 .1  A ‘m ind s e t ’ ab o u t change .
Implementation implies changes in individual practice and in a  variety and range of 
dimensions. Any significant curriculum or organisational change will involve one 
or more of the following:
(1 ) changes in school structure and organisation e.g. the advent of CPVE led to 
a  re-think of post-16 timetabling and the formation of teaching team s;
(2) new or additional teaching materials such a worksheets or books;
(3) teachers acquiring new knowledge e.g. applications of Information 
Technology;
(4) teachers looking to new teaching approaches e.g. so-called ‘flexible 
learning'
(5) changing approaches in attitudes e.g. the introduction of TVEI was greeted 
with caution by many ‘progressive’ teachers on the grounds that it smacked 
of mechanistic vocationalism but many of those later cam e to adopt its 
approach with enthusiasm and to shape it to their own local needs.
Fullan (1991, p.37) regards these aspects as necessary conditions for 
achieving educational goals.
Hopkins and h is  a sso c ia te s  (1994) make some important distinctions a s  to 
the possible outcomes of change:
(1) high quality but poorly implemented e.g. records of ach ievem ent, largely 
‘bolted on’ and not fully implemented in schools;
(2) high quality and well implemented e.g. GCSE which em phasised course 
work and teacher assessm ent, accompanied by som e appropriate initial 
training and generally better received by teachers than its narrower 
predecessor, O Level;
(3) poor quality and thus resisted e.g. the alliance between teachers, parents 
and governors against national testing;
(4) poor quality but with high focus implementation e.g. aspects of the National 
Curriculum which have been relatively easy to implement but which have 
adversely affected student learning and achievement.
They say that successful schools tend to operate in areas (2) and (3) but that there 
is a  disturbing volume of evidence that in many schools, (1) and (4) are common. 
The critical question, they pose, is to ask what enables som e schools to “live 
comfortably in areas 2 and 3”. (pp.26-27)
Dating back to 1969 when Bennis and his associates first gave a  detailed 
rationale for identifying approaches to change there has been a  long line of ‘model 
building’ to illustrate the change process.
Different models have referred to what have been termed ‘adoptive’ and ‘adaptive’ 
change models. The ‘adoptive’ approach , ‘top-down’, sees change as a  linear 
process . It is motivated by an authority figure rather than as an outcome of a 
number of variables. The assumption is that external pressure provides the 
motivation for change and that the client will adopt certain practices and/ or use 
certain technological devices at the behest of researchers who have outlined the 
benefits to potential users. The best known variant of this model is that of 
Research, Development and Dissemination, used as early as the 1960’s to assist 
the implementation of centralised curriculum innovation. Such an approach 
maintains popularity with policy makers and politicians although its track record for 
success has not been a  good one. (see  Hopkins a t al, 1994, pp . 28-29) 
Examples have included the approach taken to launching the Schools Council 
‘products’ in the late 1960’s and early 1970’s and in the broad based axioms on 
which TVEI were launched. More recently they have been witnessed in the 
National Curriculum directives and the manner in which the CBI’s concerns about 
national competitiveness have been transformed into National Training and 
Education Targets.
The ‘adaptive’ change model shows greater sensitivity to the situation of the 
individual school and the local context. It provides for flexibility within the individual 
school and local context rather than expecting a very specific model of change to 
be adopted to the letter. Skilbeck (1984) put forward such an approach to 
school based curriculum development, outlining a  model based on situational 
analysis; goal formulation; programme building; interpretation and implementation, 
and monitoring, feedback assessm ent and reconstruction. Skilbeck admits that 
whilst the model appears to have some internal linear logic, teachers rarely work in 
such a  linear fashion. He sees  it as aiding them to gain an overview of all the 
necessary features of the process. Whilst valuable, Skilbeck’s analysis would need 
some modification in the light of how the National Curriculum was introduced.
H avelock’s linkage model reveals that it is simplistic to distinguish models of 
change as purely adoptive or adaptive. This model envisages a  process that links 
RD and D agencies with schools working through the good offices of mediator such 
as L.E.A.. advisory staff or teachers centre representatives. There would then be 
less confrontation between trends towards school autonomy and centralised 
change. (H avelock, 1975)
Hall and  Herd (1987) and Herd (1987) have drawn on the Levels Of Use 
(LOU) instrument and Concerns Based Adoption Model (CBAM) first developed in 
the U.S.A. in the 1970’s as a means of evaluating the level of implementation of a  
change in curriculum or teaching practice and assessing the concerns of teachers 
as they move through the innovation process. Here were technically valid and 
useful evaluation tools specific but adaptable for school based development 
programmes which added a further dimension to the models of change and 
development.
Ted Aoki (cited by Hopkins et al, 1994) referred to the concept of ‘instrumental’ 
change which pictures change as the installation of a  commodity, a  piece of 
curriculum reform, say, to be consumed by the student. This approach rests on the 
relative efficiency and commitment of teachers to its installation. Aoki’s alternative 
suggestion of what he terms a ‘practical’ approach is to provide a  framework in 
which teachers first come to understand the implications of the intended curriculum 
reform before transforming it in a way that is appropriate to the conditions of the 
individual situation. There is a dialectic between theory and practice in terms of 
how the theoretical model might best be adapted to use.
E rnest H ouse (1979) produced valuable perspectives on change through the 
technological, political and cultural models. The technological model is basically a  
linear adoptive approach which experience suggests schools do not react to well. 
The political perspective places emphasis on the inevitability of conflict within the 
change process. The status quo will be disturbed by those involved in the change 
with all that that implies, e.g. Schools Council projects in the 1970’s  were 
introduced, with a  kind of ‘trade off’ in meaning . Developers negotiated an ideal 
version of the project with academics on the one hand; and a  practical ‘watered 
down’ version with teachers on the others. The cultural perspective focuses on the 
cultural norms of a  school; everyday realities that will be disturbed by innovation.
The picture we have then is of various commentators reflecting upon the change 
process and through models trying to explain what contributes to its effective 
implementation. If stated in general terms the models may appear to be distinct 
and mutually exclusive paradigms. To give that appearance is to do an injustice to 
thoSe commentators who acknowledge the complexity of factors, not least human 
motives, that need to be taken into account.
If these perspectives form the warp of any analysis of educational change then the 
weft will relate to such issues as the time commitment, the effects on student 
outcomes and the individual meanings that participants in any form of change 
process will derive from it.
Fullan (1991, p.50) listed the issues connected with getting a  change started, 
which include access to ‘suitable’ innovations, external and internal pressures for 
the school, resource availability and availability of consultant support, and the 
quality of the school’s internal conditions and organisation. This is a  very useful 
practical list, much adopted and adapted.
Miles (1986) identified factors for successful school innovation and placed 
particular emphasis on elements such as a  widely accepted local need; a clear 
structure in which to approach the change; the need of som eone to actively 
champion, understand and support the innovation and the necessity of som e high 
quality initial activity to kick it into action (’top down’ or not).
Implementation, argued both Fullan (1991) and Miles (1986), will require 
emphasis on the development of skills and understanding, the quality of those 
early achievements and and the presence of various working groups with 
delegated responsibilities for aspects of the innovation. Action is being planned,
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commitment is being developed and sustained, progress is being checked and 
problems tackled. Miles particularly emphasised coordination of the project and 
shared control of the project with empowerment for all involved. It will be 
sustained by job satisfaction (empowerment, collegiality), support in the classroom, 
supply cover, resources etc. and effective staff development.
Institutionalisation occurs when the innovation becomes embedded into the 
school’s normal mode of being; as if it were assumed to be an automatic part of 
how it operated. In schools, teachers are expected to take on the changes on a 
wider scale and the impact is felt more and more on classroom practice with those 
changes coming to be regarded as part of the normal run of things. To work 
effectively institutionalisation, said Miles, will need an ‘embedding’ of the change 
in the school’s structures, organisation and resources and elimination of any 
practices that conflict or compete with it. It will also require being linked to other 
initiatives within the school in terms of its contribution to what H uberm an calls 
“measurable impacts on students” (1992, p.11). Failure to address the impact 
on students is to promote a delusion i.e. that adoption of a  given innovation 
automatically enhances student achievement or development.
A third issue surrounds the individual’s reaction to the change process. Fullan 
(1991, p.32) said that whatever the change, desirable or not, it represents “a 
serious personal and collective experience charactensed by ambivalence and 
uncertainty” for the individual involved. Whether that individual will ultimately feel 
empowered or fulfilled will be by no means clear as she or he works through the 
process. Fullan (1982 ) alerted us to the fact that change takes place over time 
and creates anxiety and uncertainty initially. Support is crucial, both technological 
and psychological. The learning of new skills is a  long term developmental 
process. The quality and degree of collaboration of school organisation will 
determine whether the change if likely to be a  lasting improvement.
This section has focused on what Fullan described as a  “mind set” about change 
(1991, pp .105-107). There has been no specific indication of the practical 
strategies to adopt; rather, a  set of assumptions and ideas to support such thinking. 
Fullan draws on the research to make the following observations from his own 
research. They focus on the need to set realistic time lines and clear stages on the 
journey. They recommend taking a number of perspectives and being alert to 
unpredictability. They counsel against accepting any research evidence other than 
as possible illumination. They forewarn those involved to view conflict and 
disagreement and indeed the dialectical process they give rise to a s  valuable. 
Individual students and teachers will need support in what will often seem  
disconcerting situations. Leaving them to make sense of the process for 
them selves will be to ignore an important factor in the success of that process and 
run a substantial risk that they opt for a resistance born of ignorance and fear.
As B ush remarks:
“ An appreciation of the theory enables the practitioner to make a more accurate 
diagnosis of the problem and fit the response to the situation.JIexibility requires 
conceptual pluralism and this in turn depends on a real understanding of the range 
of possible approaches. ” (1989, p.9)
1 .8 .2  .S choo l e ffec tiveness , sch o o l Im provem ent and  s tu d e n t 
a c h ie v e m e n t
The terms ‘school effectiveness’ and ‘school improvement’ partly stemm ed from 
concern to construct a  more holistic picture out of the essentially fragmentary 
nature of individual changes that have taken place over the last decade or so; to 
place them in the context of some more holistic framework of meaning. That is not 
to say that there had been no commitment to ‘whole school’ thinking but it became 
difficult, for instance, to resolve the dialectic between imposed ‘top down’ change 
on the one hand and what the individual school perceived to be its vision for 
student learning.
The work of Michael Rutter and o th e rs  (1979) in Britain in the late 1970’s 
was seminal in placing the spotlight on correlates of school effectiveness and 
elements of that process were developed by a number of commentators in the 
1980’s both in Britain and North America.
School effectiveness researchers aim to ascertain whether differential resources, 
processes and organisational arrangement affect student outcomes, and it so how. 
(see Levine and Lezotte, 1990). At core, they seek appropriate and reliable 
ways of measuring school quality and the concept implies an opportunity cost 
between competing values. For instance, while some people are committed to a  
concept that links effectiveness to the notion of equity e.g. raising standards for 
students ‘at risk*; others believe it important to have a commitment to increasing 
the standards for all children. G oldstein  and  Thom as (1995) reflect on the 
complexities of such a  process within the notion of a  ‘valued added’ analysis.
Essentially scAool effectiveness studies are concerned with the factors that support 
student achievement. The indications from research outcomes are that other 
things being equal in terms of student intake, available resources etc. some 
schools and classrooms better enable students to make progress than others.
(see  Mortimer, 1991, p.216) A number of studies therefore set out to 
distinguish the impact of family background from that of the school and to ascertain 
why some schools are more effective than others. Early studies were criticised for 
their methodological inadequacies but more sophisticated designs have em erged 
with current researchers focusing on “issues of measurement of student outcomes, 
stability and continuity of school effects, differential effectiveness and context 
specificity,” (Stoll and  M ortlm ore, 1995, p.1; Brown, 1994)
The 1980’ssaw th e  term ‘value added’ gaining currency as  a  term for looking at 
student learrting outcomes in schools. The research made clear that differences in 
outcome were systematically related to variations in climate, culture and ethos in 
’ different schools; further, that concerted action by staff could alter those factors. 
‘Value added* looks to estimates of average progress for each institution. It involves 
adjustment for background factors and prior attainment by the individual students 
Without such information, assessm ent of effectiveness is invalid for it is not 
comparing ‘Eke* with ‘like’.
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Current educational league tables stand accused of such invalidity. There remains 
little agreement as to what should constitute baseline assessm ent of student 
academic attainment at the beginning of a child’s education. Also the current 
league tables mainly focus on examination and test ‘out turns’ and student 
attendance. Much more research needs to be done into measuring the 
effectiveness of the quality of preparation of students in schools in the ‘core skills’ 
they will require in adult life; and to the analysis of student attitudes to school 
which, as we have seen , can have a  profound effect on their attainment. Further, 
even if league tables were to be adjusted it is unlikely that any schools other than 
those performing exceptionally well or poorly could be separated out with 
confidence. (G oldstein and T hom as, 1995).
Performance within the criteria established for league tables may have a 
paradoxical effect on the will in a school to become a more effective institution. 
H opkins and  h is a s so c ia te s  (1994) refer to the terminology used by S usan  
R osenholtz to describe the distinction between ‘moving’ and ‘stuck’ schools.
The former are said to exhibit a  high degree of consensus and commitment, a 
cohesiveness of approach, commitment to a marked degree of individual teacher 
autonomy, effective staff collaboration and a culture enriched by learning. They 
demonstrate a  healthy blend of change and stability, a  relatively calm base from 
which to adapt to a relatively changing environment. They are schools where 
students have higher outcomes and teachers enjoy a  better working atmosphere.
‘Stuck’ schools by contrast are characterised by a low degree of consensus, poor 
teacher commitment and uncertainty of approach, individualised and isolated 
attempts at innovation (if any) and poor quality staff development. A sense of 
mediocrity prevails. Expectations are low and failure tends to be blamed on 
external factors.
But the above classification represents two polarities. Few schools would totally 
conform to either. There are schools on that continuum where innovation overload 
clouds agreem ent as to purpose and conflicting individual groups pursue their own 
distinct courses. There will be other schools which err towards a  complacency 
based on past achievement, often expressed in term of ‘good’ scores in the league 
tables, thereby failing to move much when there are other directions that they might 
need to address.
‘Stuck’ schools may eventually be persuaded to move and evidence suggests that 
as they pass into a  stage of innovation, they will feel at least a  temporary sense of 
elation a s  they struggle to achieve a new and permanent structure and culture 
more appropriate to a ‘moving’ school. Those that are complacent a s  to their 
. progress are arguably the most difficult to shift. The researchers’ experience of 
schools that have received ‘good reports’ from OFSTED is that they perceive little 
reason to move forward; even though OFSTED team s have not focused in detail 
on certain aspects of their provision that clearly require development, such as links 
with business and the local community.
Other factors in the debate about evidence of school effectiveness include the need
to measure student performance over a  period of years and begin to ‘get it right’ in 
the primary school; the added dimensions surrounding students from different 
ethnic or social class backgrounds who tend to perform better in certain kinds of 
school and, leading from that point, the fact that what might be effective in the 
context of one school may not be effective in another. We might talk of schools 
being context specific. (Stoll and  Mortlmore, 1995, p.3.)
1.8.3 The notion  of schoo l im provem ent
Much of the research on school and classroom effectiveness has failed to tackle to 
the issue of how  schools improve. Currently, there are important questions being 
asked about the implications of the research knowledge for school and classroom 
improvement with a  clear accent on the probable connections. (Hopkins et al, 
1994; R eynolds e t al, 1993).
The 1990’s have seen the development of school improvement initiatives, 
exemplified in the Improving the Quality of Education for All (IDEA) project at the 
University of Cambridge Institute of Education (Hopkins et al, 1994). It involves 
measuring student outcomes but its prime concem is with the classroom and 
school-level processes that lead to such outcomes. The improvement strategies 
also blend the research and practitioner knowledge with a  much greater emphasis 
on working ‘with’ schools rather than ‘on’ them. The model was not new in this 
sense for it drew on experience of approaches that have a  long pedigree in the 
history of educational change. For instance, the GRIDS project of the early 1980’s 
was a seminal influence.
It has become very clear in recent years that schools improve by changing but not 
all change is synonymous with improvement. School effectiveness research alone 
cannot identify specific strategies that enhance the quality of learning and student 
achievement. In fact Hopkins and  h is a sso c ia te s  (1994, p.63) suggest that 
its major shortcoming is to say too little about process.
Drawing on the work of Fullan, Miles and others, referred to earlier, school 
improvement looks to a  process of change based on the model of initiation, 
implementation, institutionalisation and outcome. Having determined to move 
forward with the process of improvement, the school will then formulate its priorities 
in a  coherent strategy. The issues surrounding implementation with all the 
potential problems of frustration and resistance will then emerge but those in 
‘moving’ schools will respond by adapting internal teaching, learning and 
organisational conditions. This changes the school’s  culture and allows then to 
surmount the difficulties.
While it is difficult to establish hard and fast rules for school improvement because 
of the individual contexts and cultures, Hopkins and his a s so c ia te s  stress that 
the following conditions are important to focus on when talking of improving 
schools:
* the school should be the centre of change and external reforms should take 
account of the different situations that will pertain in different schools;
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to be effective change will be long term and systematic, probably lasting 
several years;
the school's ‘internal conditions’ are a  key focus for change, not only in 
terms of its approaches to teaching and learning but its procedures, the roles 
of staff within it and the allocation of resources;
the school’s educational goals should reflect its mission for its students in 
terms of both academic achievement and personal and social development; 
the professional development of its staff and the needs of its community;
the school should see itself as part of a  macro picture of collaboration that 
incorporates both internal partnership and partnership with governors, 
parents, those who provide consultancy and support, institutions from which 
it feeds and those which it feeds in turn, local authority etc.;
implementation should be seen as a  mixture of ‘top down’ (in terms of policy 
aims, overall strategy, operational plans) and ‘bottom up’ (in terms of 
diagnosis, setting priorities and implementation). The former provides the 
framework, resources and a choice of alternatives while the latter galvanises 
the implementation;
change should become a  natural part of teacher behaviour. Implementation 
per se is not enough. (Hopkins et al, 1994, pp. 80-84)
Joyce (1991) described several different doors to the development of individual 
school improvement, which Stoll and Mortlmore (1995, pp. 3-5) have 
elaborated upon. These include collegiality; study and use of research findings; 
self evaluation via the collection and analysis of school and student data coupled 
with action research in classroom and appraisal; the introduction of an appropriate 
curriculum framework for the school so far as is practicable; the study and 
discussion of teaching and learning approaches including flexible learning and 
cooperative group work; the quality of partnership with parents and outside 
agencies in the community. Other valuable inputs might come from inspection; 
provision of ‘value added’ data; partnership projects with other schools e.g. within a 
TVEI Consortium; use of TQM and Investors in People techniques and lessons 
learned from National Curriculum and associated assessm ents. Joyce argued that 
one approach alone is not enough. There should be access through a  variety of 
doors but with due attention to the deeper culture and organisational conditions of 
the school.
Stoll and Mortlmore (1995, p.4) refer to over sixty school improvement 
projects burgeoning across Britain. They have a variety of foci from whole school 
projects to particular subject backgrounds. An opportunity for combining a  range of 
various factors comes through school development planning which links in an 
overall plan national and local policies and initiatives, the school’s aims and 
values, its existing achievements and its development needs. By coordinating 
otherwise separate aspects of development, the school takes on a shared sense of
direction and can manage and control change more easily.
On the plan, the school's development priorities are set out in detail for a  year 
alongside action plans and staff working documents. The priorities for later years 
are contained in an outline longer-term programme, (see  H argreaves e t al, 
1989, p.4). School improvement then should be seen as a m eans of helping a 
school make sense of a range of educational changes. This will be achieved 
through relating them within a coherent approach to the school mission for 
improving the quality of student learning and of developing its general capacity to 
manage change. It will, hopefully, avert the problems of overload by helping the 
school make sense of centralised initiatives as it meets them by relating them to its 
vision rather than coping with a  ragbag of single innovations in a  piecemeal, 
reactive, fashion.
This them e is taken up by Louise Stoll and  Dean Fink in ‘Changing our 
Schools'. They underline some of the links between school effectiveness and 
school improvement. Drawing particularly on the experience of the Halton Board of 
Education, Canada, they stress the importance of linking the why of change 
(moral purpose), the what of change (school effectiveness) and the how  of 
change (school improvement). Those links, they argue, have determined the 
transformation of a  simple input-output notion of school effectiveness into a  much 
more complex idea; in turn, necessitating a  variety of strategies encom passed by 
an overall school development plan. (Stoll and Fink, 1996)
Hopkins and  h is a sso c ia te s  strongly argue for linking a  collaborative school 
culture to school improvement. They refer to a  dialectic between structure and 
culture. Structures will help nurture and generate cultures. In turn, cultures and 
value system s can lead to changes in underlying structures. In a  ‘moving’ school a  
positive and collaborative culture will involve creating environments where all 
learn, both staff and students, and through collaboration on real tasks related to the 
school development plan, all can make an effective contribution. (Hopkins e t al, 
p p .8 3 -8 5 )
H opkins and  h is a sso c ia te s  consider that the above process is bound up with 
how staff interact with one another; norms evolved with regard to lesson planning 
or monitoring student progress; the dominant values of the school expressed in its 
mission statement; its philosophy represented, say, in its approach to teaching and 
learning; the ‘rules of the game’ that new teachers have to learn to survive in the 
school; the climate conveyed by the appearance of the physical buildings and how 
they are used to show students’ work. All will be the product of more basic 
assumptions and beliefs shared by members that have come to be taken for 
granted; almost operating unconsciously. (Hopkins e t al ,1994, pp 85-96)
Current research makes clear that no single combination of factors constitutes an 
effective school. Stoll and Mortimer cite the report produced for OFSTED 
(1995) on characteristics of effective schools by Sam m ons and her associates . 
(1995, p.6) This provides a useful summary that ties in the links between 
research into effective schools and school improvement literature. It is repeated on 
the following page.
Stoll an d  Mortimer would agree with other commentators that much remains to 
be done in identifying the links between classroom development and school 
development and analysing in much more detail what is happening in the 
classroom situation. This requires some further case studies and large scale 
intervention projects focused on effectiveness and improvement a s  does 
investigation of the impact of the school's context and its readiness for change. 
(1995, p.7) (se e  a lso  R eynolds, 1992; Stoll, 1994)
The development of the concept of a  school learning partnership fostering and 
informing school culture and planning is a crucial one. Holly and  Southw orth 
both refer to different levels of learning in a  schook at student level; individual 
teacher level; whole staff level; organisational level and leadership'level. 
(Southw orth , 1994; Holly and Southw orth , 1989). What remains to be 
made more explicit however is the manner in which the outcomes of student 
learning are fed into that establishment and help to move it on.
H opkins and h is a s so c ia te s  (1994, pp. 127-32) cite interesting examples 
under the IQEA project where students in two schools have acted a s  staff 
development consultants in research into the quality of the learning process. Such 
examples would appear still to be very much the exception. Yet the full 
implications of a  culture that engenders partnership in learning implies that both 
classroom teachers and students have an identified role to play in the development 
of the school as an effective learning institution ; and to communicate their 
perceptions to one another with a  view to possible action.
This is what Dimmock implied when he wrote:
“Above all, school leaders should recognise that students and teachers hold the 
keys to improved teaching and learning.” (1995, p.18)
COMPLEMENTARY FACTORS FOR SCHOOL EFFECTIVENESS AND
IMPROVEMENT
SCHOOL EFFECTIVENESS 
(the final picture)
SCHOOL IMPROVEMENT 
(facilitating conditions)
1. Participatory 
leadership
2.Shared vision 
and goals
3. Teamwork
4. A learning 
environment
5. Emphasis on
teaching and learning
6. High expectations
*fiim and puiposefiil
* participative approach
* the leading professional
* unity of purpose
* consistent practice
* collegiality and 
collaboration
* orderly atmosphere
* attractive working 
environment
* maximum learning time
* academic en^hasis
* achievement focus
* efficient organisation
* clarity of purpose
* structured lessons
* adaptive practice
* high expectations for all
* expectations communicated
* intellectual challenge
7. Positive reinforcement * clear and fair discipline
* feedback
8. Monitoring and 
enquiry
* monitoring student 
performance
* evaluating school 
performance
* Headteacher as motivator and 
guide
* Teacher involvement in 
leadership roles and decision 
making
* Teachers as change agents
* vision building
* use of evolutionary planning 
process
* working for the whole school’s 
good.
* teacher involvement and ; 
empowerment
* opportunities for collaboration 
and collegiality
* orderly and secure environment
* positive ethos
* place where ‘risk taking’ is 
encouraged
* a focus central to teachers’ and 
and pupils’ concerns
* varied and appropriate 
repertoires
* teachers leaming and practising 
new strategies
* high expectations about adults 
and students
* aspirations and success criteria 
shared
* behaviour policy maintained and 
monitored
* celebration
* appreciation and recognition of 
teachers
* capturing teacher enthusiasm
* setting, monitoring and evaluat- 
-ing success criteria
* classroom research techniques 
used by teachers
* ongoing review and necessary 
adaptation
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9.Student rights * high student self-esteem 
and * positions of responsibility
responsibilities * control of work
10. Learning for * school based staff development 
all
II. Partnerships * parental involvement
* involvement of students in 
management of leaming
* eliciting students’ views
* teachers as continuous leamers
* coaching and mentoring
* peer observation and feedback
* ‘critical friendships’
* schemes to involve parents and
* extemal support
* developing networks
1.9 Some conclusions: the place of the student in the picture
There is a relative paucity of literature on student reaction to educational change 
yet much can be learned from talking to students about their learning and about 
how they have perceived the effects of educational innovation.
Some of the research available gives a  strong picture of student disaffection with 
school. Many see little purpose to their schooling or grudgingly tolerate it as a  
passport to something better in adult life.
There are a range of possible explanations for student disaffection and alienation. 
One especially strong one is the manner in which intelligence is m easured, 
assessed  and valued. For instance students on vocational courses still tend to see 
themselves as second class citizens when A Levels remain at the pinnacle of the 
system as the ‘gold standard’. They will not sense a  ‘parity of esteem ’ until other 
forms of learning and achievement are accorded their rightful acknowledgement.
Another strong cause of student disaffection stems from the manner in which they 
perceive their teachers treat them. It is clear that students value a  cooperative and 
student centred approach as much as  being involved in a  competitive and 
individualistic learning model. Perhaps more important they value teachers who 
value and respect them in return and who signal this by the manner in which they 
seek to boost their self esteem. Students thus begin to think positively about their 
potential because others have signalled that they think positively about them.
It is often fondly supposed that the adoption of an appropriate curriculum structure 
will suffice to stimulate young people through providing an exciting context and 
dimension to their learning. Many of the early attempts at curriculum change 
looked at matters in that light. This approach has largely foundered unless there 
has been a  capacity to adapt it to local circumstances.
Even then students might view the efforts at ‘more interesting’ content a s  little more 
than a patronising substitute for ‘real learning’ . This might stem from being asked 
to do something that does not conform with the model they are traditionally 
accustomed to. Hence it is not, in their terms, ‘real learning’. This attitude might be 
reinforced by teachers displaying a less than full hearted commitment. Further 
students are quick to question curriculum credibility if their parents have little 
conviction as to its value and local employers are ignorant of its existence.
The provision of curriculum packages risks treating students as receptacles of 
learning. New structures are no guarantee of teaching and learning quality nor of 
differentiation to meet individual student needs and interests. There is significant 
evidence to suggest that the style and quality of delivery of new curricula have 
varied considerably from teacher to teacher with the result that they have impacted 
on students to different degrees. Students are, in short, not simply won over by 
content whatever the original intentions as to relevance and interest. They are 
enthusiastic, however, if it is fuelled by an approach that actively engages them, 
which appears to have purpose and relevance and gives them a  genuine, as 
opposed to a  simulated, sense of empowerment. Further they appreciate the
opportunity to talk about their learning in a  positive and constructive manner and to 
feel part of the assessm ent dialogue. Support through a  personal tutor system is 
also highly valued. Participation in learning in the context of the wider community 
also provides a  valuable stimulus.
From what has been said it is clear that schools need to help parents and the wider 
community to understand the curriculum and to appreciate the learning prôcess 
that underpins i t . This will involve a  clear statement about what it is attempting to 
achieve for its young people by adopting a particular approach . Such 
partnerships with the community will help to give a  ‘kitemark’ of credibility to what 
the school is placing on offer to its young people. '
It will be important for any school to boost the confidence and self esteem  of its 
staff and their individual needs in coming to terms with the implications of change. 
As Hodgson and her colleagues write:
“../Y appears clear that until staff feel totally involved, respected and trusted they will 
not afford the same treatment to students or their parents. ”  (Hodgson et 
al,1989, p.137)
Such a process will not simply involve the creation of a collegial atmosphere but 
also a  system of staff development and opportunity for personal reflection. That 
reflection should include some thought about the process of change itself. It will 
further be important to have a school vision that makes change manageable 
through relating it the dominant picture embodied in the overall culture and ethos 
of the establishment. Staff must also derive the confidence to see  themselves as 
joint learners in the process of change with students and to seize creative learning 
opportunities as they arise in the school environment. (Peters and Waterman, 
1982; Peters, 1987). To work in that manner will be to foster a  productive 
learning partnership based on openness and tru s t..
The present concern for school effectiveness and school improvement is a 
welcome one if it genuinely places the quality of student learning at the centre of 
the school’s vision. Much of the ‘School Effectiveness’ and ‘School Improvement’ 
research literature makes this case. Hargreaves and Hopkins (1994) talk of 
the need to examine more closely the chain of events that connect development 
planning with student achievement and Reynolds (1992) advocates the more 
active involvement of students and their parents in the life of the school with 
students, for instance, having a  substantive role in the school’s daily life outside the 
formal classroom learning situation. Murphy (1992) talks of a  first step to 
opening up the school culture being one of ‘shadowing’ students in order to gain 
some first hand experience from the student side. But the scan of ‘School 
Effectiveness’ research up to 1992 by Mortimore shows few references to 
student involvement. Several other commentators lay emphasis on the need to 
develop a  collaborative culture (e.g. Fullan, 1992; Marshall, 1993) but also 
give a very sketchy picture as to the kind of activities students might become 
involved in. This is perhaps epitomised in Brighouse’s ‘What makes a Good 
school’ (1991) where an ‘exemplar’ school mission statem ent he cites has a 
comfortable and passive concept of how its students should be treated. It contains 
little reference to providing a learning climate that challenges its students and
4-,
accepts challenge from them. (1991, pp.106-108)
it is commentators such as  R udduck and  her a s so c ia te s  (1995; 1996), 
S a raso n  (1980) who extend the notion of what others call ‘opening up the 
culture of the school’ to students as well as all the teaching staff. Until that notion is 
grasped firmly and incorporated into the overall framework for a  development plan, 
any claim to be an ‘Improving School’ will lack an important dimension. A truly 
collaborative culture will foster an active learning partnership between students 
and staff and give students some ‘ownership’ in the decision making process of the 
school. Each school, however, will have an individuality of need and 
circumstance, just a s  its students do. To ignore that fact is to risk the failure of the 
best laid plans for innovation.
“...the voices of all pupils should be listened to and not just those who are more 
academically and socially confident, for it is less effective learners who are most 
likely to be able to explore aspects of the system that constrain commitment and 
progress; these are the voices least likely to be heard and yet most important to be 
heard.” (R udduck  e t al, 1996, p.177)
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Chapter 2. The background to the research studies and a
critique of the methodology used.
2.1 Introduction
The researcher has had a  close personal connection with the two curriculum 
projects which form the focus of this study. He was present at their inception and 
involved in their developm ent. He has played a role in the staff development of 
those involved, many of whom he has known on a personal basis. He has been 
asked as  part of both projects to provide informal feedback and, in one case, more 
formal evaluation to the team s involved.
The research study has been chequered by ‘stops and starts', largely the result of 
the researcher being forced to disengage from it for the major part of the period 
from October,1989 to January 1992 due to a variety of domestic circumstances. (He 
did however carry out some interviews and administer a  third questionnaire in 
1989 prior to leaving Melchester). These pauses were not without benefit. They 
gave time for valuable reflection and discussion of the general issues as a  result of 
which, the overall focus and purpose of the study has changed dramatically. The 
framework of investigation thus partly emerged as the project progressed in 
response to that change of focus viz. a  shift from an initial investigation of student 
learning outcomes from a  locally devised GCSE modular schem e to a  more 
general study of student reaction to educational change and the implications for 
teachers.
In a sense then the research study has been a journey of discovery for the 
researcher. It has taken on more of a  case  study approach than an investigation of 
a specific curriculum out-turn. It has, however, sought to isolate som e common and 
generalisable features from the individual contexts explored in the study.
This change of approach was triggered by a  variety of factors. An important factor 
was the responses of Melchester students both to the questionnaire issued and at 
interview. It was further stimulated by the issues raised at the teacher interviews. It 
quickly became apparent that the differences in reaction of students to specific 
courses offered under the aegis of TVEI were less significant than the differences 
that they noticed between their traditional mainstream courses and the TVEI 
programme. Those perceptions went beyond a narrow concept of the teaching 
and learning process. They related to the interaction between students and 
teachers, to issues of classroom ethos and to student perceptions of the value of 
what they were learning amongst other things. These perceptions were developed 
further in student interviews. Teacher interviews provided insights into the broader 
issues.of the change process, going beyond the nature of teaching and learning 
methodology to changes in the student-teacher relationship and quality of staff 
development and then into deep-seated questions about the overall purposes of 
education.
Faced with this evidence and further stimulated by his activities a s  a  Borough 
CPVE Coordinator and his responsibility for staff development on m anagement of 
change courses, the researcher began to reflect on the future direction of the study
as it neared the end of its first year. He sought the views of various advisory 
teachers on the process of educational change within the context of the Melchester 
TVEI project. Some time later, now in a  new role as TVEI Consortium Coordinator 
in Westshire and involved in a  range of curriculum initiatives, the researcher 
decided to significantly shift the focus of the research to a more holistic study of 
change. An opportunity presented itself to compare the findings from Melchester 
and the outcomes of the work being done in a  a  local school to establish an 
‘entitlement’ curriculum for all its' Sixth form. He was employed as consultant on 
that scheme. There was the chance to draw some comparisons between the 
issues highlighted at the St. Matthias High School and those in Melchester; and to 
‘home in’ on some of the hypotheses derived from-the study of three separate 
Melchester schools.
The Melchester data would now be interrogated with a change of focus.
Fortunately the volume and open ended nature of the questionnaires issued and 
the richness of response from both the student questionnaires and the student and 
teacher interviews enabled this process to take place effectively, albeit with some 
limitations. The nature of the information sought from the Melchester evidence now 
included:
from the student questionnaires
* the differences that students perceived in their learning experiences 
on TVEI courses by comparison with their mainstream courses
* the influences of relative academic ability and gender on those 
perceptions
* the effects of those differences upon them; and their coping strategies
* their awareness of the purpose of the TVEI experiences
* the value (’usefulness’) they attached to those learning experiences, 
including any influence they might have on future progression 
choices
* their understanding of the assessm ent process and how it contributed 
to their progression
* their perceptions of the influence TVEI learning experiences had on 
the role of the teacher and the student-teacher relationship
* the degree of support they received from staff to help them cope with 
the change
from the student interviews
the opportunity to explore som e of the above perceptions in depth 
and with greater specificity and flexibility
the opportunity to ‘validate’ or to check out the ‘reality’ of student 
generalisation and unsubstantiated claims - consistency
the opportunity for students to follow through them es of intrinsic 
personal interest and of relevance to the study
from the staff interviews
the differences that staff perceived in teaching on TVEI courses from 
traditional mainstream programmes
the differences they noted in students’ perceptions of their learning 
experiences on their TVEI courses
the influences of relative academic ability and gender of students on 
those perceptions
the perceived effects of those learning experiences on student 
motivation
perceptions on how students coped with those experiences
perceptions of student aw areness of the purpose of the TVEI
the dem ands that TVEI made on approaches to teaching and 
assessm ent
how those approaches compared with what teachers had previously 
adopted
the influences of those approaches on teacher-student relations *
teacher awareness of the purposes of TVEI and the degree to which 
they personally endorsed those purposes
. their understanding of the assessm ent process and how it contributed 
to student progression
the nature and quality of support that teachers felt that they had with 
the changes
At St .Matthias High School there was the opportunity to replicate an exploration of 
the above issues; and to use questionnaires and interviews to give specific focus 
to questions raised by the Melchester study that would benefit from further 
elucidation. For instance it would be valuable to analyse the induction that 
students had received for their course programme and how they understood its 
purposes and value, using a  more closely focused questionnaire. The subsequent 
interviews could then draw comparisons with the types of issue explored in 
Melchester student interviews; seek clarification on any new points of interest 
raised and also seek  to understand more clearly the m eans by which students 
were laken  into partnership’ in the change process. Group interviews added to the 
portfolio of approaches in an attempt to secure an Interchange of ideas and some 
degree of consensus from students representing a diversity of mainstream course 
backgrounds.
Staff interviews and questionnaires, again, broadly followed the Melchester 
approach but with a  little more focus on their specific contribution to the 
development of the innovation and how they saw their roles a s  teachers on the 
programme. There was also some limited opportunity to observe staff working as 
a team both on INSET Days and in team meetings.
From the two research studies then emerged some general observations and 
recommendations relating to the effects of change at three levels:
(1) individual school level i.e. Westpoint, Torville, Clapton Street and 
St. Matthias High;
(2) across three schools in Melchester upon Thames and by comparison with 
St. Matthias High;
(3) on the basis of the types of experience shared in common across all 
establishm ents
2.2 The projects which acted as foci of the research study
2.2.1 Meichester GCSE “Pre-vocational Studies (Technoiogy-based) 
Mode 3 examination.
The Melchester TVEI ‘Pilot’ scheme was launched in 1985. Like the other ‘Pilot’ 
schem es, it looked to recruit a  cohort of students across the ability range and to 
provide them with a  blend of balanced general education with thirty per cent of 
curriculum time devoted to technical and vocational enrichment. It focused on 
Business Studies, Technology and Food and Care Services as progression routes 
with significant employment possibilities in the locality and it sought to give greater 
focus to student leaming through strengthened links with industry and the wider 
community.
Student entitlement within the TVEI programme was defined as access to the
following elements:
(1 ) equality of opportunity across the curriculum;
(2) a  ‘package’ of integrated Information Technology, Careers education and
guidance, community service, work experience, economic aw areness and 
cross curricular assignments linking vocational and general elements;
(3) student centred experiential learning
(4) formative and summative assessm ent, including profiling of achievement.
The single course approach adopted by the Melchester ‘Pilot’ schools attracted 
adverse criticism from Her Majesty’s Inspectors in late 1985 and early 1986 as not 
providing an effective vehicle for integrated delivery of curriculum entitlement. The 
Project Advisory Teacher Team thus decided at its first curricular review in 1986 to 
investigate the potential of a modular curriculum structure. A first tentative step was 
taken when two schools, Clapton Street and Merryhill, worked together to introduce 
a modular GCSE Community Studies Mode 3 syllabus from Septem ber 1986. This 
programme was accredited by the Northern Examining Association and franchised 
from Loamshire TVEI. (It was the course from which the Clapton Street 5M0D 
students in this study came.) While the teachers involved recognised the potential 
benefits of that course, inadequate ‘lead in’ time for assignment planning and staff 
development created a number of problems.
The Advisory Team came to the view that it should investigate the potential 
benefits of ‘going modulart on a  much larger scale. A significant volume of 
literature had appeared and a  range of national conferences been organised to 
highlight the benefits of modularity and there were plenty of existing models across 
the various national TVEI ‘Pilot’ schem es to investigate at first hand. These used a  
variety of curricular approaches, (see in particular, Blunt, 1987a; Blunt,
1987b; Moon 1987b; Warwick, 1987; Wind, 1985). The Team felt that 
modularity would prevent student over-specialisation at too early a  stage; that it 
would facilitate greater flexibility of student choice; that it would preserve the 
prevocational ethos of the 14-16 programme; that it would stimulate greater 
curriculum breadth , depth and coherence without pressurising a  crowded 
timetable further; that it would provide a  more meaningful link between core 
entitlement and vocational options particularly integration of Information 
Technology; that it would foster the promotion of Equal Opportunities through 
students being able to investigate non-stereotypical vocational areas.
Lisa Blunt, an educational consultant, was commissioned to research the 
development of local modular GCSE programmes across the country and produce 
an analysis of their various advantages and disadvantages prior to recommending 
a particular model to meet Melchester’s needs. Her report appeared in January, 
1987 and recommended a model very similar to that operating in the 
Leicestershire TVEI scheme. These recommendations were enthusiastically 
endorsed both by TVEI ‘Pilot’ schools, with the exception of the grammar schools, 
and by the so-called Borough ‘associate’ institutions.
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Broadly speaking, it was decided that the modular stnjcture would take on the 
following form. Foundation modules would provide a  core entitlement through 
which Information Technology would be integrated in a comprehensive and 
balanced manner. A final unifying module would provide a  vehicle for delivering 
the core skills in an integrated fashion. On this foundation of six core modules 
would be built a  further series of modules forming pathways into several clearly 
defined routes. Some routes would be restricted to relatively ‘pure’ Pre-vocational 
areas while others would adopt a ‘mix and match’ approach in meaningful modular 
combinations. The completion of the foundation modules and those within the 
various routes chosen would amount to completion of fifteen modules, earning an 
accreditation of three GCSE’s.
For various reasons, of which the most important were lack of preparedness in the 
various schools and the time required to produce the range of modular options, it 
was decided to phase in the programme in two stages. A Pre-vocational core 
programme (to be the GCSE ‘Pre-voc’ of the research study) would operate from 
Septem ber 1987 to be accredited as one GCSE in 1989. A fully fledged modular 
package would operate from September 1988. (see A ppendix 13)
The commissioned research report pointed to some clear lessons for planners and 
developers. It was clearly not only valuable for raising staff aw areness of the 
scheme but to involve them in modular design from the outset in order that they 
should gain ownership of it. Adequate planning time would be an imperative as 
would clear commitment on the part of institutional management. Students would 
need time and guidance for negotiating their own particular routes. It would be 
essential that the initial scheme came as close to the ideal a s  possible as 
validating bodies had tended to demonstrate considerably less tolerance of 
changes to course design once a schem e was up and running.
Acceptance of the scheme brought a  fever of activity across the Borough schools. 
Teachers were genuinely caught up in enthusiasm for a  programme that should aid 
the development of student autonomy through active leaming and course route 
negotiation, that would bring greater balance and coherence to student timetables 
and would counter the trend towards stereotypical occupational investigation by 
boys and girls. Further it should aid the formative assessm ent process.
Heads and Deputies signalled their approval of the modular course at a  series of 
aw areness raising meetings in the Spring of 1987. They committed their schools to 
the appointment of Pre-vocational Coordinators or Team leaders who, in the words 
of the Report, should “operate across the curriculum, maintain communication and 
possess an overview” (1987a, p.18). Their timetablers were committed to more 
flexible timetabling approaches and their teachers to a  wide ranging programme of 
staff development. That programme involved close links to the TVEI Advisory 
Teacher Team which would provide external and internal support to the schools. A 
designated member would support each school. The staff development would 
involve aw areness raising of the programme structure and the development of 
skills in activity based learning and assessm ent. It would mean support for team s 
‘in house’. It would require a  strong Borough teacher network to draw up the 
module specifications and oversee the running of the programme at that level. In
the words of the Report it would require “the development of a Consortium 
mentality”. (1987a, p.18)
A particularly memorable residential module planning weekend in June 1987 
typified the early enthusiasm and commitment teachers showed towards the 
modular concept. In the event, only the Pre-vocational Studies option w as ever to 
operate and that until 1992 only. The scheme was overtaken by hational events. 
The School Examinations and Assessm ent Council (SEAC) confirmed its 
opposition to Mode 3 coursework based syllabi in 1990. The writing was on the 
wall for the modular scheme.
The researcher looked to evaluate the impact of the GCSE Pre-vocational Studies 
element of the Melchester modular programme as the focus for his MPhil thesis. He 
had been closely involved in the preparatory research prior to the commissioning 
of a  report. He wished in particular to focus on the teaching and learning 
approaches employed and to gauge their reception by the students involved as 
well as the teachers . This was welcomed by the Project Coordinator who saw the 
benefits of feedback to the Project. A letter was written to the Heads of the four 
TVEI 'Pilot' schools initially involved in the Pre-vocational Studies schem e, 
seeking permission to work with their students and teachers. Warm and 
encouraging responses were received from three of the Heads, at Westpoint, 
Torville Academy and Clapton Street, but the Head of Merryhill replied that those 
members of staff involved in TVEI “are already committed to attending many 
meetings and additional work in starting new courses and profiling. Regretfully, 
therefore, I am unable to accede to your request, which would add to their work 
load at this time. ” (Letter dated 18 December 1987).
The secondary schools that responded favourably were Westpoint, an all boys 11- 
18 school with approximately 690 students, from which the researcher was 
seconded as Borough CPVE Coordinator; Torville Academy, an all girls 11-18 
school with approximately 1020 students, and Clapton Street, a  mixed 11-18 
school with approximately 950 students. The first two schools were situated in 
close proximity at Torville and collaborated in joint provision of post-16 courses 
and the TVEI programme. Clapton Street was situated at Simton. All three were 
secondary moderns, Melchester retaining the 11+ plus examination with the 
grammar schools taking approximately ten per cent of the local secondary school 
population. Secondary modern schools in Melchester had a  wide student ability 
range and many students were to go on to higher education. Merryhill, the school 
that refused permission to the researcher, was a mixed 11-18 secondary modem 
school.
2 .2 .2  S t. M atthias High Schoo l: Diploma of V ocational E ducation , 
In te rm ed ia te  Level.
The Diploma was introduced as a  Sixth form entitlement framework by the newly 
amalgamated St. Matthias High School. It was the direct outcome of a  request to 
the researcher to advise the newly amalgamated school on provision of a Sixth 
form curriculum which would give a  breadth of entitlement in knowledge, skills and
understanding to all members while identifying a  range of specific courses to meet 
individual student needs, interests and abilities.. The approach drew heavily on 
prevalent ideas at the time with regard to provision of overarching post-16 
entitlement frameworks. ( see particularly City and G uiids (1991); al Quadhi 
(1991); E ssex  C ounty Council (1991); FEU (1989); H ayton (ed), 1991; 
H odkinson (1991); S p o u rs  (1989); ). It further drew on the W estshire model 
for entitlement outlined in its post-16 TVEI Extension submission in 1991, for which 
the researcher had been responsible. The suggestions were made at a  time when 
a future role and clientele for GNVQ remained unclear and the future of the 
Diploma appeared secure.
The decision to introduce the Diploma must be set in the context of over fifteen 
years of intensive debate on the post-16 curriculum. It was heralded by Jim 
Callaghan’s speech at Ruskin College in 1976 in which he focused on the need to 
develop the basic skills required by industry as well as positive attitudes to industry 
and the economic needs of society; the development of technological knowledge 
and know-how and the development of personal qualities required for living and 
competing in a  changing world.
The initial agenda was followed up by a  range of discussion papers and several 
White Papers which resulted in the three major Education Acts of 1988,1992 and 
1993. Thus there has been the development of arrangements to create greater 
integration of education with training; a  greater degree of vocational relevance; 
more explicit statements of the standards to be achieved (National Training and 
Education Targets) and more focus upon personal development and 
effective ness. ( for an interesting discussion of the developments see  R ichardson 
e t al, 1993; M cFarlane, 1993; Skilbeck e t al, 1994) At the sam e time, 
there was a  call for greater breadth, balance, relevance and differentiation; for 
emphasis upon traditional learning and preservation of an A Level ‘gold standard’. 
Schools and colleges were being asked to forge coherent learning experiences for 
young people from what often appeared to be conflicting prem isses. Nowhere was 
this more marked than in the search for entitlement frameworks to harmonise 
provision of academic and vocational curricular elements; in the on-going core 
skills debate and in the attempts to raise the status of the ‘vocational curriculum’.
More often than not the development of such frameworks was left to individual 
schools and colleges or local consortia arrangements, fuelled, a s  has been said, 
by ideas emanating from such bodies as the Further Education Unit or the 
University of London Institute of Education Post-16 Policy Unit. CPVE and 
ultimately, the Diploma were to prove two national ‘false starts’ in this area. There 
was in fact a range of qualifications open to a school in search of an entitlement 
framework. Other routes available and known were the various ‘Baccalaureate’ 
models being piloted, the ASDAN Youth Awards Scheme, A Level enrichment 
schem es administered by the Universities of Liverpool and Bath and the short-lived 
Certificate of Further Studies, (see IPPR, 1990; Taylor, 1992; Rainbow,
1993) The initial GNVQ ‘Pilots’ had also commenced but only in a  limited number 
of vocational areas, (see M cFariane,1993, pp.36-38; R ichardson  et al, 
1993, particularly pp.1-26; Skilbeck e t al, 1994, pp.106-37)
The researcher was called upon to give advice in his capacity as TVEI adviser for 
post-16 development in Westshire and it was intended that the school draw on his 
knowledge in that context and his experience as former CPVE and Diploma 
moderator trainer and verifier.
The Diploma of Vocational Education at Intermediate level em erged in 1991 as 
successor to the Certificate of Pre-vocational Education. It was administered by 
City and Guilds. It represented a  shift in emphasis towards a  greater vocational 
focus than its predecessor and a  demand at national level for more rigour in 
assessm ent criteria. W hereas CPVE had been viewed as a  flexible framework for 
transition from school to work for a wide ability range, ‘Pre-vocational’ was dropped 
from the title of the Diploma and the programme included more specific and 
substantial work in a  particular vocational area with an em phasis on the 
development of transferable skills and upon work experience.
Broadly speaking, the Diploma framework consisted of an exploration of vocational 
areas and activities through a modular structure that helped students to steadily 
refine their careers interests. Thus they first became acquainted with a  broad 
vocational area in one of nine categories (Introductory Module) and identified 
where their interests lay; they then explored a particular sphere of that area  within 
that category (Exploratory Module) and finally developed particular skills related to 
that sphere (Preparatory Module). Thus, as an example, a  student might first look 
at a  broad vocational area like Manufacturing, then progress on to explore a  
particulaTfacet like Të)dilës arid Garments arid finally develop skills in a 
Preparatory Module such as Garment Design.
Five core skill areas - Communication and Social Skills; Applied Numeracy; 
Problem Solving; Science, Technology and Information Technology and Social, 
Industrial and Economic Awareness- were to be delivered in an integrated fashion 
through all the modules. Students were to complete an individual action plan, 
which they were to regularly review and update, and fifteen days minimum of work 
experience. To matriculate they were required to complete all elem ents of one 
Introductory and one Exploratory Module and at least five Preparatory Modules. 
They would then receive a Summary of Experience, summaries of their module 
performance and a  work experience report. All students who had completed one 
or more vocational modules were entitled to a  City and Guilds Record of 
Achievements, (see City and G uilds,1992, pp.9-13).
The School saw the Diploma programme as a means of helping young people to 
develop relevant skills, knowledge and understanding for adult life and work; as a  
means of encouraging personal action planning and negotiation; a s  providing a  
context for creative and practical problem solving; as a  m eans of developing 
specific skills for employment and/ or further education, and a vehicle for careers 
guidance and counselling. Effective individual tutoring was viewed as being 
axiomatic to its ultimate success.
Having opted for the Diploma route, the researcher and a  colleague, Jamie Laing, 
were asked to provide the necessary staff development. Laing, Coordinator of the 
Westshire Professional Education Centres, had established a national reputation
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for his expertise in vocational and pre-vocational education dating back to early 
involvement in City and Guilds 365 and CPVE ‘Pilot’ schem es in the first half of the 
1980’s. He has subsequently played an important role in development of GNVQ 
provision both at a  local and national level.
Diploma tutors at St. Matthias had a  wealth of experience to draw upon in 
Westshire. The county had made a substantial investment in CPVE staff 
development, running into several million pounds, and as a  result som e of its 
schools and colleges had become national pioneers in the development of 
imaginative curricular frameworks centred first on that course and then the 
Diploma. There was not only a rich vein of expertise but also flourishing support 
networks of schools and colleges in the county and linked school -college 
provision. Some of the Diploma tutors from St. Matthias visited other school 
schem es to see them at first hand.
Further, one of the constituent parts of the newly amalgamated establishment, 
W esthayes Girls’, had itself acquired a  local reputation for the quality and 
popularity of both its CPVE and 14-16 Foundation Programme provision. There 
was thus a  home based fund of experience too, although it is ironic that two former 
key figures in that provision were the only members of staff to face compulsory 
redundancy in the amalgamation process. However that experience of teaching 
on pre-vocational and vocational education programmes was not matched by staff 
from the other constituent establishment, Priestmoor Boys’. There the Foundation 
Programme had never been seriously considered as a  curricular option and CPVE 
had been a  place of last resort, a  ‘Cinderella’ option for a  relatively small number 
of the lowest achievers post-16.
Initial staff development sessions for the school staff took place at a  whole staff 
meeting and two days INSET with Diploma tutors in June 1992. At the Sixth Form 
Evening for prospective students and their parents at the end of the Summer Term, 
the Diploma was announced as an optional element to provision. They returned in 
Septem ber to discover that it had been made a  compulsory element of the 
students’ programme. The course was to run for two years before its forthcoming 
demise was announced at national level and GNVQ then replaced it as the main 
vocational element in the St. Matthias High School Sixth form programme.
The researcher was asked, as a  member of the School’s Diploma Management 
Team to produce an evaluation report for that team and this research study had the 
dual purpose of furnishing the School with data on Diploma practice. The report 
was presented in Qctober, 1993.
2.3 Approaches to research in the Melchester scheme.
The researcher opted for a dual approach. It was first decided to issue a student 
questionnaire to two cohorts of students (it became three) and then to interview 
students on the modular Pre-vocational Studies GCSE programme to evaluate the 
impact of the modular scheme. The use of classroom observation was also given 
serious consideration but issues of timing and school sensitivities to such an 
approach meant that it was an option that had to be abandoned, (see later)
The questionnaire (see Appendix 1) was intended to give a  m anageable and 
relatively swift m eans of accumulating data from the three schools in the research 
study. It was designed with reference to the initial research questions which were 
concerned to identify the correlation between the modular GCSE Pre-vocational 
Studies programme and what students perceived to be the changes it had brought 
to teaching and learning as well as their thoughts on its relevance. It contained 
some closely related'questions in order to gain an impression of consistency of 
response. The researcher received valuable feedback and advice on the draft from 
members of the TVEI Advisory Teacher team.
The questionnaire was ‘piloted’ with groups of fifteen students each from two of the 
‘TVEI associate’ schools offering the modular programme, Beaverbrook Boys’ and 
Brinkley Girls’. As a result there were some minor changes to give greater clarity 
to two questions and it was then targeted at students in the three identified 
Melchester schools.
It was decided to use an open ended questionnaire in order to give a  greater 
breadth of detail from student responses than would have been forthcoming from a 
more ‘closed’ framework. It was intended that it should not simply provide data for 
analysis but indicate a tone; set going a  line of thought and analysis. It would, 
hopefully, stimulate students to spontaneous expression in their own ‘language’. It 
might avoid the annoyance that students sometimes felt at not being able to give 
free rein to their ideas on a closed questionnaire. It might further promote a  more 
rounded student response to some questions than might be given at interview, 
where they might sometimes be tempted to express what was uppermost in their 
minds at the time. Clearly there would be some richness of information lost when 
the responses were classified but that could be redressed to som e extent by 
retaining some by way of illustration. The main drawback would be the onerous 
business of post-coding and attempts to classify and categorise ambiguous 
responses, (see C ohen and  M anion, 1985, particularly pp. 103-13; E vans, 
1978, pp.60-64; O ppenheim , 1966 pp.40-46).
Only one question, seeking details of specific teaching and learning approaches, 
had a  closed format. The questionnaire was issued to the first cohort of TVEI 
students across the three Melchester schools in April and May 1988. These were 
5th Year TVEI students who were not on the modular Pre-vocational Studies GCSE 
programme but were about to take their external examinations. It was administered 
by the researcher in the classroom situation. He noted down comments at the time 
as to atmosphere, student approaches etc. and maintained that approach 
whenever he administered questionnaires in person. The researcher considered 
personal intervention to be important for a  variety of reasons. First, it made it 
possible to clear up any student concerns and clarify instructions for completion or 
related questions at first hand rather than delegate this to a  teacher with no direct 
interest in, or concern for, correct completion. Second, it was possible for the 
researcher to head off any student attempts at collusion. Third, it was important to 
thank the students in person and explain to them at first hand how valuable full and 
accurate responses would be.
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Prior to issuing the questionnaire, a  draft was shown to the TVEI Coordinators in 
the three schools and their permission, and feedback on its contents, sought. They 
had no objections to its content; in fact felt that it would gain some valuable 
feedback from the students. Issues of maintaining confidentiality as to the identity of 
both students and staff involved in the research were also clarified at that stage.
The students to whom the first questionnaire was issued were as follows:
at Westpoint: classes in Technology (including two girls from Torville) and
Business Studies;
at Torville: girls largely studying Business Studies and Food Technology;
at Clapton Street: mainly students involved in the modular Community Studies
course.
The next stage was to interview some teachers involved in the non-Pre-vocational 
Studies TVEI courses. The teachers were those who had responded to a  request 
sent out by the researcher to each school. The teachers were issued with a  broad 
schedule of questions (see Appendix 2) in order to help them prepare for the 
interview, the notion being that it was better to risk losing som e spontaneity in the 
interests of reflective, considered responses. The interviews were semi-structured 
which still gave com pass to spontaneity. The researcher had consulted both 
colleagues in the TVEI unit and the school Coordinators in drawing up the 
questions and had received valuable feedback and advice. They were intended to 
take the form of conversations within a  framework that focused on the key issues 
identified beforehand. This gave flexibility for asking further questions and seeking 
points of clarification; and for varying the sequence to suit the particular line of 
development that ensued. It further gave greater openness for the interviewee to 
develop ideas and to address relevant but unanticipated issues at their own pace 
and in their own unique manner.
The first staff interviews took place in July 1988. These closely resembled the 
‘counselling’ conversations that might take place between a personal tutor and a 
student, following through interesting points with appropriate sub-questions:
e.g. “You have just said X. Would you like to tell me a little more about that?”
“Could we just return to Y ? What exactly did you mean when you said a, b 
and c?”
“From what you said, it seems that you found E less enjoyable than F.
If so, could you give me your reasons for saying that?”
“As I understand it, you feel that P was the result of Q, R and S. Could you 
confirm whether this is a correct interpretation of what you have just said.”
Interviews were designed to seek clarification of issues and to elicit specific 
answers through framing, and where appropriate, reframing, of questions. Further
they were to avoid lapsing into generalisation and unsubstantiated claims by 
seeking validation for viewpoints and gaining access to what people said, how they 
said it and how they reacted to it emotionally. The researcher, like a  tutor, tried to 
take the interview forward through first clarifying the purpose , then gently probing 
for information, quietly repeating points and seeking clarity through periodically 
reflecting back to the student and checking out meaning and intent. Ever mindful of 
the problems that an inquisitorial approach, a failure to manage pauses and to 
listen actively caused in prematurely closing down a line of approach, the 
researcher tried to take the process forward as much as possible at the 
interviewees' pace. Staff interviews could vary from as little as fifteen minutes to 
conversations spanning fifty minutes. The average length was about thirty minutes.
Interviews were tape recorded, as unobtrusively as possible, and later transcribed. 
Although a much lengthier process than making notes at the time, it was felt that 
tape recording had a number of advantages. First it enabled the researcher to give 
undivided attention to the interviewee rather than risk an unsatisfactory 
compromise of hurriedly scribbling notes, a  process that might produce something 
that was difficult to interpret yet had caused occasional artificial pauses in the 
conversation. The researcher could also signal through body language and eye 
contact that the interviewee was receiving his full and undivided attention. It further 
helped the researcher to pick up verbal clues in the conversation that could then be 
pursued in sub questions aimed at clarification. Finally it enabled the nuances of 
the conversation to be revisited later and allowed the researcher to listen for what 
‘was under the words'. (see some interesting discussion of the use of individual 
interviews in C ohen and  Manion, pp.294-311; M easor, 1985; Pope and  
D enlcolo , 1986; )
With an appropriately modified questionnaire (see Appendix 1) the responses of 
students from the first Pre-vocational Studies cohorts were then sought. This was 
between July and October, 1988 when all students had completed about a  year of 
the programme. It was considered important that the questionnaire resemble as 
closely a s  possible that issued to the first cohort of students in order to facilitate 
correlation and comparison of responses. The amendments, therefore, were 
generally to change the phraseology to suit the context of the modular course. One 
question was also slightly amended to remove an ambiguity that had given some 
confusion to the a  number of students in the first cohort. Initially Question 12 had 
asked : ‘In what ways would you change your TVEI courses if you had the 
chance'? and this was modified to: ‘If you had a say In your TVEI courses, how 
would you change them? (Please give reasons for your answer.)'
The researcher was again able to administer the questionnaires in person.
The researcher went on to interview twelve students from the Pre-vocational 
Studies cohort in each of the three schools. This was in April and May 1989 
towards the end of the Fifth year. They had not seen the questions beforehand 
partly because they were selected on the day of the interview; chosen by School 
Coordinators to represent an ability range within the group. The researcher had 
previously asked for a  selection of students from the twelve who would fall into the 
broad categories, in the Coordinator’s opinion, of ‘Low’, ‘Middle’ and ‘High’ ability
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ranges. In the event, the Coordinators made slightly more subtle distinctions based 
on the students available for interview and their perceptions of the ability profile of 
the cohort. For instance, there were few students across the schools perceived as 
being of ‘High Ability’. Again, a schedule of questions was employed (see 
Appendix 3 ) but as with the staff interviews, the overall format w as semi­
structured. The benefits of the staff interviews were also seen in the student 
interviews.
By the middle of 1988, the researcher’s interest had shifted from looking at the 
outcomes of a specific curriculum programme to a  much broader perspective 
involving student and classroom teacher reaction to educational change. The 
desire to change focus was referred to earlier but to recapitulate, the four key 
reasons were;
(1 ) the considerable concerns and degree of dissatisfaction expressed in many
student and teacher responses, in the questionnaires and at interview, 
about TVEI courses. Such courses had been chosen with the laudable 
aim of improving motivation to learn through student-centred approaches 
and goals that were recognised as more relevant by the students, yet there 
were considerable difficulties being experienced;
(2) som e similar reactions from students to changes in the Borough CPVE 
programme, of which the researcher was Coordinator;
(3) the researcher’s  involvement in the delivery of ‘Management of Change’ 
staff development sessions, which had caused him to interview some 
members of the TVEI Advisory Staff about their perceptions of change;
(4) the researcher’s initial review of current ‘Management of Change’ literature, 
and further discussion of the issues with Drs. Evans and Shipman at Surrey 
University.
The shift in interest had led to some further interviews with TVEI advisory staff on 
the issues surrounding management of educational change and partly prompted 
the issue of a  further student questionnaire in 1989.
Although not in the original research schedule, the issue of a  further questionnaire 
to the second cohort of Pre-vocational Studies students was partly aimed to 
examine the responses of a group of students on the schem e once it had run 
through its first year and teachers had been able to work at ‘bedding it in’, by 
comparison with students in the first cohort. It was also intended to pursue some 
initial thoughts on student responses to educational change.
For a  variety of reasons there was a  very limited time scale for this process. It had 
been possible to issue the Torville questionnaire at the end of the Summer Term,
1989 and the researcher had been present but the other two schools were unable 
to administer it at that time. The previous opportunities for issuing the 
questionnaire personally were no longer available to the researcher and so 
instructions had to be given to teachers for its administration; a  much less
satisfactory situation as it turned out. (see Appendix 4) The questionnaires for 
Westpoint and Clapton Street were sent out at the end of the Autumn Term, 1989. 
The Clapton Street questionnaires were not returned. Some further interviews with 
teachers on the Pre-vocational Studies course were also hurriedly arranged in 
December, 1989. Having issued them with a  broad schedule of questions, as 
previously, a  number opted because of time constraints to return those with written 
responses. In fact only two interviews took place, both of which were valuable.
The hurried arrangement of interviews stemmed from the researcher taking up a 
new post in Westshire in January 1990, having learned of the appointment in late 
October. He had originally scheduled interviews for late January and early 
February, 1990.
2 .4  In terrogating  the  data  In M elchester
The processing of the questionnaires and interview transcripts from the Melchester 
scheme involved interrogating the data with a  different purpose to that initially 
intended. There was now a broader aim based on reactions to change for which 
the original questions had not been specifically targeted .
The questionnaire responses required a  complex post-coding approach in order to 
shed light on these issues, (see Appendix 5) This consisted of taking a  random 
sample of some fifty questionnaires from the first batch issued and drawing up a  
coding framework from the variety of responses to the questions. This framework 
was then checked out against the remaining questionnaires received in that batch 
and against random samples of fifty from the other two batches and the framework 
adjusted accordingly where there was evidence of significantly different responses. 
This sampling approach was higher than the 10 per cent figure recommended by 
som e commentators (see for instance Cohen and Manion, 1985, pp.114) but 
it probably averted the need for major adjustments to the coding framework when 
analysing the full samples of responses.
In one sense  some of the initial richness of response was lost once the scanning 
process had taken place and ‘best fit’ categories been devised. The process was 
complicated by the fact that similar kinds of response were forthcoming to two or 
three questions and sometimes, too, categories accommodated responses in a  
rather loose fashion especially when there was possible ambiguity a s  to meaning.
To illustrate the first mentioned point, there was considerable overlap to the types 
of response submitted to Questions 1,2 and 3. As an illustration of the second 
point, it proved difficult to provide a relatively succinct ‘Content’ category for 
Question 9 without some diversity in the categories e.g. Electronics and CDT 
Technology; or, again in Question 9, to decide whether a  call for ‘less modules’ 
was equivalent to asking for ‘more time for each module’. The researcher was 
determined that some of the richness of response be preserved and a  separate 
record of particularly apposite reflections by students was maintained.
The sam ples chosen were random ones. The size was determined by the 
following considerations:
(1 ) a  figure that represented between 40 and 50 p.c. of the total student TVEI 
cohort in a  school in a given year wherever the number of returns made this 
possible;
(2) a  gender mix which allowed some broad comparability of numbers across 
the schools but at the sam e time took into account the above rider.
An exception was made for the third cohort at Westpoint where a preliminary scan 
revealed a long ‘tail’ of what amounted to little more than ‘frivolous’ or abusive 
responses which were discounted by the researcher. Whilst such responses, 
unique in the the concentration and degree of vituperation amongst the eight 
batches of questionnaires, signalled considerable disaffection with the Pre- 
vocational Studies programme, they gave little insight into the causes of it. Some in 
fact bore significant traces of student collusion. Once this weeding out process 
had taken place, the majority of questionnaires remained broadly negative in tone 
but at least attempted to justify their complaints.
The sample numbers were as follows:
Westpoint: Cohort 1 : 29 boys
Cohort 2: 22 boys
Cohort 3: 34 boys
Torville: Cohort 1 : 23 girls (+ 2
Cohort 2: 22 girls
Cohort 3: 32 girls
Clapton Street Cohort 1 : 21 students
Cohort 2: 27 students
Across the batches of questionnaires there was no evidence to suggest that 
students were submitting responses they anticipated the researcher wanted to 
see. He had clearly stated the premium he would place on honest and open 
responses and gave a  firm commitment to confidentiality. The length of the 
responses and a  generally balanced response style indicated that the vast 
majority of students in seven out of the eight samples had taken a  considered and 
mature approach. Responses revealed both careful reflection on the provision 
and som e interesting personal insights into the affective aspects of learning.
Transcripts were made of interviews with students, teaching staff and advisory staff. 
The responses were later grouped under broad headings reflecting the questions 
on the original interview schedule. However, care was taken to encapsulate the 
richness and diversity of response and direction that had occurred within the 
interviews themselves. The main purpose of classification under headings was to 
better facilitate some comparison of response.
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2.5 The next stage
As explained earlier, the focus of the research study had begun to depart 
substantially from its original brief but it had been served well by the 
methodological tools and original lines of enquiry devised. Experience of 
curriculum change in Westshire from 1990 added a further sharpness to the 
researcher’s perspective of the Melchester scheme. It now seem ed valuable to 
provide a  further context for evaluation of the change process using a  contrasting 
initiative in Westshire. This presented itself in the introduction of the Diploma of 
Vocational Education as an ‘entitlement framework’ at the St. Matthias High 
School. This would enable comparisons to be made of the effects of the change 
process on both students and teachers and stimulate a  search for common 
features. Further, it would give an opportunity to examine particular issues in 
greater detail than had been possible from the Melchester data.
The research at St. Matthias High School then added two important dimensions to 
the project. It enabled the use of an approach that was more specifically attuned to 
the revised focus of the research question and it provided more specific exploration 
of some of the key issues raised at Melchester. But the Melchester investigation 
should not be viewed as a mere prologue to a  more specifically focused research 
study. The data it yielded was valuable in providing important points of comparison 
and contrast on such issues as the climate for curricular innovation, student age 
and ability ranges, ‘official’ and ‘hidden’ change agendas, preparation for 
innovation and the influence of the changing national context. Moreover, whilst the 
researcher undoubtedly embarked upon the Priestmoor study with a  clearer picture 
of how students reacted to curricular innovation, this subsequent study in turn 
served to bring further illuminative insight to factors at work in Melchester.
2.6 Approaches to research at the St. Matthias High School
The Headteacher willingly acceded to the researcher’s request to include an 
evaluation of the Diploma scheme for the School as a  component of a  thesis on 
the management of curricular change. Throughout the research a  hard pressed 
Course Coordinator and several members of the Diploma teaching team  were 
unfailingly generous, supportive and tolerant in the time they gave to the 
researcher at a  time when the School was going through a  period of considerable 
organisational change.
With a  clear focus on the management of change issues, the researcher opted for a  
questionnaire with a  number of closed as  well as open questions.(see Appendix 
8).
The reasons behind this decision were as follows:
(1 ) there were specific issues such as student understanding of the purposes of 
a  given change and the nature of the induction process that particularly 
interested the researcher as a  result of the Melchester survey and might be 
illuminated by a quantitative statistical analysis followed up at interview;
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(2) the questionnaire had a dual purpose, part of which was to feed back 
quantitative statistical analysis back to the school;
(3) the questionnaire had to be administered in a relatively short time slot, the 
half hour tutorial period, which also involved general administrative 
arrangements. Coverage of the breadth required by a  totally open 
questionnaire wouW not have been a  realistic proposition.
(4) the school required relatively rapid initial feedback of data in order to inform 
its practice for the ensuing year;
(5) the researcher still sought further student perspectives of the  change 
process, which would, in his opinion, be better served by open questions. 
The Melchester questionnaire returns had revealed the benefits of such an 
approach, as was to be confirmed again at Priestmoor.
The draft questionnaire was shown to the School Diploma Course Coordinator 
who suggested some modifications to meet the School's purposes, the majority of 
which concerned pre-course publicity and the value of College link programmes. 
An agreem ent was reached that individual student and staff confidentiality be 
maintained. That undertaking was also made clear to students and teachers at 
administration of the questionnaire. Having trialled the questionnaire with a group 
of twelve students and also analysed their response times, only very minor 
changes were made to the format.
Given other commitments, the researcher was forced to entrust the administration 
of the questionnaire to the Diploma tutors. This was at the beginning of May 1993, 
towards the end of the first year of its operation, (see A ppendix 11 for instructions 
to Diploma staff for its administration). It was completed by a  range of students from 
different course backgrounds, 156 in all, which included students taking both A 
Level and GCSE courses and one- and two- year NVQ programmes to Levels 2 
and 3. This was from a  total of just over 200 in the Sixth form. Some parts of 
questions were tailored to the needs of specific students. For instance, the 
question on College links had no relevance to ‘pure’ A Level students.
The responses to the questionnaire were followed by student interviews, which 
took place in late June 1993. (Appendix 9) These took several forms. Having 
discussed the potential benefits and drawbacks of group interviews with his 
supervisor and a  Surrey University research student, the researcher decided to 
adopt this strategy a s  a  means of getting some interchange of view between 
students on the issues, (see below) He was able to ‘pilot’ the technique in two 
sessions with groups of Tinwater College students who had fed back on the quality 
of their induction programme. The quality of interchange of views and the 
opportunities for student reflection facilitated by those interviews had been very 
encouraging despite anticipated difficulties. These included the pressure on the 
interviewer trying to move the agenda on while ensuring equal access for all of the 
group, the constraints of time available and post-interview difficulties of 
transcription.
The students for interview were selected by the Diploma Coordinator, partly on a 
random basis but with some regard to the variety of mainstream course 
programmes they represented and their ability to ‘hold their own' in a  group 
discussion. She had previously been consulted on the schedule of student 
questions. With high expectations, the researcher started with a  group interview 
involving ten studen ts ,. It was a much less successful experience than the 
interviews at Tinwater College. * Despite drawing on a  long experience of 
facilitating student discussion, the researcher was unable to prevent four students 
dominating the discussion. Those students were firmly decided that the Diploma 
had been of little benefit and set the tone of the interview accordingly. There was 
little of the anticipated development of ideas from jthose initial prem isses.
Fortunately the researcher had not fully placed his trust in the efficacy of the group 
interview. Diploma students were also interviewed individually and in pairs. This 
enabled some redress of the difficulties encountered in the group interview. 
However a  majority of those students were more forthcoming on what they 
perceived to be the shortcomings of the Diploma than on its potential benefits.
The researcher approached members of the Diploma tutor team in July 1993 
seeking interviews. A broad schedule of questions was sent to team  members. 
These received varying responses. In the event, only two agreed to be 
interviewed. A third member, the Coordinator, was to be interviewed at a  later date. 
One of the team members only agreed to be interviewed after much persuasion by 
the researcher but that interview raised a  number of very important issues. Four 
other tutors chose to treat the schedule as a  questionnaire and returned it thus, 
sometimes with very brief answers. The remaining five members of the team  made 
no response at all. All data from staff interviews and questionnaires had been 
received by the end of 1993 with the exception of an interview with the Diploma 
Coordinator, (see Appendix 10) At that time she was on a  prolonged leave of 
absence through illness. The researcher finally secured an interview with her in 
March, 1995. Having provided her with a  preliminary framework of questions, she 
was able to reflect at some distance on the strengths and w eaknesses of the 
Diploma and to compare the introduction of that programme with the subsequent 
development of the GNVQ programme in the school.
All interviews at St. Matthias, both with students and staff, were carried out on the 
sam e broad principles referred to earlier in the Melchester interviews.
As part of his role as consultant and staff developer with the St.Matthias Diploma 
programme, and as member of its Management Team, the researcher was able to 
observe aspects of how teachers managed the development of Diploma provision 
through the opinions, interests and concerns they expressed at various sessions 
including team meetings. He kept a diary of these observations. Although they do 
not provide a structured analysis of team dynamics, they nevertheless give further 
illustration of the issues involved in innovation. To provide a  structured analysis 
would have proven difficult insofar as the researcher sometimes took an active role 
in the team either as provider of information or facilitator of staff development or 
‘fielder’ of difficult questions and concerns about the Diploma.
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In term s of feedback to the School, some observations based on a preliminary trawl 
of the questionnaires was given to the Diploma team in June 1993; followed by a 
formal report based on the overall findings of the research in November 1993.
2.7 Interrogating the data from St.Matthias
The questionnaire responses at St. Matthias High School also required a  post­
coding approach in order to shed light on the responses from part of Question 3 
and Questions 9 ,1 0 ,1 1  and 12 . A much less elaborate approach was required 
and a  more restricted coding framework sufficed to embrace the vast variety of 
responses. A similar sampling approach was employed in classifying the 
responses and the data was similarly arranged in broad categories with 
illuminative student comments.
The approach to sampling was determined by a  desire to provide some broad 
comparability of numbers. The questionnaires received were heavily skewed 
towards A Level students with them accounting for 99 out of a  total of 156 (just 
over 63 p.c.) In order to obtain a  more representative course sample, it was 
decided to sort the A Level students by gender in proportion to the overall gender 
representation in order to give a  broadly comparable sample to the remainder of 
questionnaires from students on other courses. The latter were not sampled The 
questionnaires in the sample were as follows:
Two Year course programmes
51 A Level students (26 female; 25 male); 5 NVQ3 students (all female): 56 
One Year course proorammes
40 GCSE students (18 female; 22 male); 12 NVQ 2 students (10 female; 2 male):52
For som e points of analysis, the sample figures were lower because some students 
had not given details of the Preparatory Modules they were taking.
Of course these were broad categories. It was difficult to find ‘pure’ NVQ students 
for a  large number of them were combining their studies with GCSE and A Level 
courses; and a number of A Level students were combining two subjects with 
several GCSE options.
Certainly the questionnaires gave no clue as to conforming to what the researcher 
might want to see. The students had taken advantage of the appeal for openness 
and honesty and the commitment to confidentiality. The responses of a 
considerable number were undoubtedly influenced by their anger at having been 
misled the previous year into thinking that the Diploma would be an option not a 
compulsory feature of their programme. Nevertheless, students were prepared to 
concede some benefits to the Diploma, to show appreciation of the efforts of some 
of their tutors. Some responses were lengthy, considered and very perceptive and 
showed again that students generally welcomed the opportunity to feedback 
through questionnaires.
Transcripts were made of interviews with students and teaching staff. The 
responses were later grouped in the sam e manner as those in the Melchester 
study.
2.8 Coda
The researcher has been very fortunate in both his Melchester and Westshire 
posts to work with a  wide variety of teachers and advisory and inspectorate 
members with whom he has discussed a  range of issues relating to the 
management of educational innovation. Those discussions have caused the 
researcher to place the theoretical models of academic commentators into the 
context of everyday school life and the issues confronting students-and teachers.
Having carried out a preliminary survey of the research data, certain extracts of 
particular interest to the researcher were sent to a number of colleagues who 
kindly agreed to commentate on them in the light of their own experience. Often 
these commentaries took the form of a  written reply but on two occasions there was 
a discussion of the data and its significance with the researcher. The responses 
received were invariably illuminating and a  further means of clarifying some of the 
issues
The colleagues referred to were as follows:
Paul Dickens: 
Andrea Etherington: 
GNVQ 
Further
Malcolm Haas: 
Marcia Headon:
Mark Hebditch: 
Roger Lowe:
Peter ^ n n :
Dr.Brenda Mountford:
Jim Tirrell:
Maurice Turner: 
Mike Young:
TVEI Coordinator, Westshire
Advisory Teacher, Westshire A ssessm ent Unit and
Coordinator, Bournemouth and Poole College of 
Education 
TVEI Coordinator, Westshire 
Headteacher of The Royal Manor School, Portland, 
Westshire
Deputy Headteacher of Gillingham School, Westshire 
Head of Adult Education, Melchester upon Tham es 
College of Further Education (ex- member of the 
Melchester TVEI Pilot Advisory Teacher Team) 
former Head of Westshire County Inspectorate 
educational consultant, formerly of Southampton 
University Evaluation Support Services (SUESS) 
Westshire Adviser for Vocational and Pre-vocational 
Education and Coordinator of Professional Education 
Centres.
Principal TVEI Coordinator, W estshire 
present Head of Westshire County Inspectorate.
Z9 RESEARCH SCHEDULE
Melchester
Pilot of Questionnaire March 1988
Pilot of staff interview schedule March 1988
Issue of Questionnaire to first student cohort April- May 1988
First interviews with TVEI staff July 1988
Issue of Questionnaire to second student cohort July- October 1988 
Pilot of student interview schedule M arch 1989
Interviews with first cohort of Pre-voc Studies students April- May 1989 
Issue of Questionnaire to third student cohort July- December 1989
Second interviews/ questionnaires with TVEI staff Decem ber 1989
St Matthias High School. Westshire
Pilot of Diploma Questionnaire April 1993
Issue of Diploma Questionnaire May 1993
Check of student interview schedule with Coordinator May 1993 
Interviews with Diploma students June 1993
Interviews with Diploma staff/ questionnaires July- December 1993
Diary of observations June 1992- November 1993
Interview with Coordinator March 1995
Soliciting feedback on research from educational colleagues
February- March 1995
2 .1 0  M ethodology and  ou tcom e: so m e  th o u g h ts .
2 .1 0 .1  The u se  of q u e s tio n n a ire s
The choice of an open student questionnaire in Meichester proved a  felicitous one. 
The ensuing breadth and richness of comment caused the researcher to refocus 
his thoughts and pursue a broader approach to the innovation process. The 
responses demonstrated that students could think about their learning and could 
discuss it in a  considered manner when given the opportunity. They also showed 
that they did always agree with their teachers as to what benefitted them. Further, 
the responses revealed that we ignore the affective side to student learning at our 
peril. The student interviews confirmed these impressions.
The researcher had been at pains to design a linguistically unambiguous 
questionnaire that covered both a range of issues and provided a  m eans of 
checking the consistency of student responses. The manner in which students 
completed it indicated that it had avoided the worst pitfalls of complex language, 
had provided positive statements to comment upon and had avoided a  patronising 
approach, (see O ppenheim , 1966) A number of students wrote their 
appreciation of the opportunity to voice their concerns and the m anner in which 
the researcher addressed them on the questionnaire.
The St. Matthias students also welcomed the opportunity to complete a  
questionnaire. Many questionnaires were completed in full and there were 
valuable additional comments from a substantial number of students. In the region 
of 4 per cent of students did not complete the questionnaires or omitted a  number 
of responses. Some appeared to resent the type of question that had been 
designed to establish a notion of consistency of student response style. They were 
irked by what they deem ed to be unnecessary repetition as witnessed in written 
comments that pointed to similarities between questions 1 and 2 ,1  and 1 1 ,2  and 
1 2 ,4  and 5 and 2 and 6. Question 6, with its six point scale, appeared to be a  
particular chore and a  some students ignored it.
In Meichester, the researcher had felt it important to be present when the 
questionnaires were administered in order to clarify any queries and to ensure so 
far as was possible that there was no student collusion and to take note of student 
approaches to completion.
Collusion was not always easy to avert a s  was proved in a  crowded Torville School 
library when part of the first cohort completed its questionnaires. When the 
researcher was unable to be present, as with the third Westpoint cohort in 
December 1989, he issued instructions for administration of the questionnaire.
(see Appendix 4) Despite these precautions there appears to have been ’ 
considerable student collusion, most of it of a very negative nature. He was also 
not able to issue the questionnaire to St. Matthias students in person but their 
responses betray fewer signs of collusion than those referred to above. Of course, 
there were other factors at work at Westpoint, not least the fact that the students felt 
that ‘Pre-voc’ had been foisted on them in the guise of their compulsory Social and 
Personal Education programme. Yet there was an equally strong resentm ent at
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St.Matthias about the compulsory nature of the Diploma.
A graver outcome of being unable to administer questionnaires in person was the 
loss of a  batch from the third cohort of Clapton Street students. Lack of Clapton 
Street responses in the third cohort had proven to be an undoubted disability when 
attempting to discern patterns of response in particular areas, particularly in 
comparison of approach by gender. Data from a mixed school would have been a 
valuable source of comparison with the gender returns from single sex settings.
In terms of numbers of students completing questionnaires the researcher was very 
much in the hands of the individual Meichester schools . Whilst it might be valuable 
to have a  fixed sample figure in mind that represented a range of ability, gender 
and so on, the researcher relied on the goodwill of the Coordinator. Thus random 
sampling techniques were sometimes heavily influenced by the actual numbers 
forthcoming from a  school. Timing was of the essence. The researcher was 
forced to issue the questionnaire to the first group of Meichester students very 
quickly after the approval of his research proposal in 1988 for these would be part 
of the last TVEI cohort prior to the introduction of Pre-vocational Studies and they 
were about to sit their external examinations, many of them not to return to school. 
Indeed a  substantial number had already drifted into home revision at the time of 
issue so there were already some clear limits on the numbers of students available 
to complete the questionnaire. Further, it was difficult to sample on the basis of full 
ability range when in certain years at Clapton Street and Westpoint, the full ability 
profile was not in fact adequately represented in the TVEI cohort.
Sampling also proved to be difficult at St. Matthias HighSchool. Again this 
stemmed from timing of questionnaire administration. Many one year Sixth 
students had embarked on study leave. Sampling could only take place with A 
Level students for the returns from one year Sixth year students were numerically 
too small to allow effective sampling.
Issues connected with post-coding the Meichester questionnaire, and part of the St. 
Matthias questionnaire are outlined above. It will suffice here to repeat the benefits 
of the variety of response derived from an open questionnaire which, in the 
researcher’s opinion, far outweigh the tedium of post-coding in a  study such as this.
It was the initial open-ended approach of the questionnaire that made a significant 
contribution to a refocusing of the research study. Following Cronbach’s advice to 
be ‘opportunistic’ in research and respond to local circumstances, the researcher 
was able to ex post facto adapt the data to a  more broadly focused and holistic 
approach. (Cronbach, 1982, p.19) This, of course, was strengthened by the 
opportunity to triangulate with data from interviews. The combined data, having 
been subjected to preliminary analysis, led to various hypotheses concerning ‘ the - 
management of change at classroom level that could then be checked out further in 
a second study which would also possibly throw up its own unique insights.
2 .1 0 .2  Interview s with s tu d e n ts  and te a c h e rs
Cohen and Manion stress the need to recognise in interviews a  range of non- 
rational factors governing human behaviour such as emotions, unconscious needs 
and interpersonal influences. With the transfer of information, there will be the need 
to recognise and take note of bias . There will also be all the features of normal 
daily conversation such as some ‘holding back’ by a person being questioned, a 
distance between interviewer and interviewee which depends on the degree of 
trust established between them and difficulties in arriving at some clarity of 
meaning. In the view of Cohen and Manion, it is impossible to bring every aspect 
of an interview under rational control. (1985, pp.308-9)
Pope and Denicolo highlight the importance of non-verbal clues in the interactive 
dialogue at interview - the tones, gestures, expressions, illuminating the spoken 
word. Quoting Ekman, they state that we hear with our ears but listen with “our 
eyes and mind and heart and skin and guts as weir. Hence any analysis must 
spell out evidence of the situational interaction. Otherwise we ‘privatise’ the 
research and it is less valid because not fully open to scrutiny. (1986, pp.153- 
66) This would seem  to argue for the unobtrusive use of a  tape recorder rather 
than note taking at interview for it is able to pick up some of the nuances of the 
conversation whilst allowing the interviewer, when appropriate, to note down 
anything of interest in terms of gestures, body language and so on.
The guidelines adopted by the researcher were similar for both teacher and 
student interviews. However, it was considered important to be even more 
sensitive to the needs of the student in terms of pace and active listening skills and 
to make it very clear at the outset that confidentiality would be preserved. The 
researcher paid very careful attention to tone, body language and seating 
arrangements in the student interviews. The tone adopted was a s  non-judgmental 
as possible and encouraged the student to be as open a s  he or she could be in 
terms of response. The body language and seating arrangem ents also aimed to 
avoid creating the impression of a  power relationship between adult researcher 
and student interviewee. By adopting this approach the researcher hoped that 
interviewees would be better able to articulate their views and more comfortable 
about expanding upon them in detail. It was largely successful with only a  small 
number of students being reluctant to show openness in their responses.
The researcher did not regard interviews to be the equivalent of spoken 
questionnaires. Rather he endeavoured to hold them as close a s  possible to 
natural conversations and to develop an empathetic response. Within that 
conversation it was important to clarify the reasons for the interview, to take it 
forward with a  ‘counselling approach’ and to keep to a  broad schedule while 
allowing the interviewee to pursue points of personal interest that might in turn 
heighten the researcher’s understanding of the issues. Periodically there would 
be a reflecting back of answers and a  checking of understanding. In order to meet 
the needs of the interviewees he endeavoured to ensure that they had space to 
clarify their own understanding of the issues through a periodic opportunity to 
pause and to summarise what they had said. He also tried to ensure that they 
leave the interview feeling that they had expressed their views as they had
intended. Walker stresses that interviewees should never be allowed to depart 
from an interview with a feeling of being‘Ve/if stranded” through being given too 
little time to reflect on what they have to say. (1987, p.234) The time allowed for 
student interviews was tighter with them being held at half hourly intervals. 
Nevertheless this time generally proved adequate to the task and gave students 
the chance to pursue ideas at their own pace.
Student interviews generally proved to be a  valuable complement to the 
questionnaire responses. On the whole students readily volunteered a  great deal 
of information and were able to highlight issues that had not been fully brought out 
on the questionnaires e.g. perceptions of teacher attitudes; approaches to 
assessm ent. Students were usually at pains to appear fair and balanced in their 
opinions. Many empathised with the position of their teachers even when they 
disliked the course. There was little evidence of either positive or negative 
response style in the Meichester sample, except in the last batch, but much more 
evidence of a generally negative approach in the Priestmoor interviews.
There would seem  to be a further benefit to interviews; that they better enabled the 
students with low academic ability to articulate their views than a questionnaire. An 
interview can be a  far better device to get in touch with the various levels of literacy 
present in the student sample if the student does not feel overawed and the . 
interviewer displays an empathetic approach, (see Nixon, 1992, p.88).
The employment of a  group interview approach with Diploma students was an 
attempt to secure an interchange of ideas on the programme between students 
from different course backgrounds . As part of the interview, the outcomes of the 
student questionnaires would be fed in for further comment. That approach could 
not be aimed at demonstrating a representative opinion of the full population 
group in terms of numeric or proportional frequency; but it would indicate the 
possible range of experience and attitudes. Within it, the researcher was well 
aware of the need to foster interaction between members while keeping “the thread 
moving in a particular direction so that the needs of the research design are met”. 
(Watts and Ebbutt, 1987, p.29)
Focus group interviewing is a  relatively untried research technique. Neither 
Cohen and Manion nor Patton in their discussion of qualitative methodology 
devote much space to a  discussion of it as an approach. The researcher made use 
of two main sources of information: Lewis and Watts and Ebbutt. Neither make 
light of the difficulties such an approach incurs e.g. controlling the direction of 
discussion: issues of transcription; the noting down of non-verbal manifestation of 
interview group dynamics; the problems associated with domination of the group 
discussion by a  relatively small number of people; the reliance that needs to be put 
on the researcher’s qualities in facilitating discussion. (Watts and Ebbutt, 1987, 
pp.25-41 ; Lewis, 1992, pp.413-21). While students might, in an ideal 
situation, correct each other on points of detail until a  consensus is established,
“the consensus might still be fiction.” (Wragg, in Bell et al, 1992, p.186).
The piloting of the process with Tinwater College students prior to the interviews at 
St. Matthias had been a relatively successful experience, (see earlier). A broad
Interview schedule had been drawn up. The students had been invited to identify 
themselves individually at the beginning of the interview and every attempt made 
to involve the more reticent members of the group. A note had been made 
afterwards of the prevailing atmosphere. As a result of this ‘pilot’, the researcher 
adopted the practice of writing the initials of the speakers in sequence to aid 
identification when transcribing from the tapes. Transcription remained, however, a  
difficult matter particularly when severalstudents talked at the sam e time. The dual 
facilitator approach sometimes suggested (Watts and  Ebbutt, 1987, p.28; 
Lewis 1992, p.419; ) was not available to the researcher and even if used, begs 
a number of questions about how daunting this might appear to the interviewees 
and the detrimental effects it might have on spontaneity of discussion. (W atts and 
E bbutt, 1987, p.28)
The group interview at St. Matthias was much less successful, although the paired 
and individual interviews were reasonably so. The group interview w as dominated 
by a  small number of students, all of whom had relatively negative views of the 
Diploma programme. They were able to influence the more reticent members to 
agree with this viewpoint despite all the best efforts of the researcher to invite other 
members to make a contribution. In the words of Watts and Ebbutt, the interview 
fed on “an infectious downward spiral of discontent.” (1987, p.36) There was 
little spontaneous development of ideas and by the very nature of the way the 
interview was set up, it proved impossible to follow up the strongly formed opinions 
of certain individuals. There was an interchange of views and but the potential 
benefits of the situation were by no m eans fully exploited. (*)
The fact that the researcher had worked personally with many of the teacher 
interviewees and had established som e rapport with them appeared to aid the 
interview process and encourage them to be open and sometimes remarkably 
frank as  to what they perceived their shortcomings to be. (see also 2.10.4 later). It 
would have been valuable to have had more interviews with St. Matthias staff, 
particularly those for whom the Diploma was their first taste of pre-vocational or 
vocational education. A weakness of the interviews, in retrospect, w as the very 
small number held with members of senior management either in Meichester or at 
^ St. Matthias. In fact, no member of the St.Matthias Senior Management Team felt 
competent to comment at length on the Diploma’s operation over the year. There 
had, of course, been a  less obvious advantage to interviewing senior m anagem ent 
personnel within the original research brief but in the light of changes to that brief, it 
would have been valuable to have secured senior management views as to how 
they could best support students and classroom teachers involved in curricular 
innovation.
(*) The researcher is grateful to Peter Rudd, Ph.D. student at the University of Surrey for the 
opportunity to discuss some of the issues of group interviewing and thus helping him to 
clarify his views.
The importance of interviewing members of senior management team s is perhaps 
best illustrated by an example. The Deputy Head of one Meichester school made 
generally favourable comments about TVEI and the introduction of modularity.
Senior management from that school also indicated firm support for modularity 
and was prepared to release teachers on the related staff development 
programme. However, there would appear to have been something of a  gap 
between rhetoric and reality if the comments of other teachers in that school and 
members of the Meichester TVEI advisory staff are to be relied upon. It was clear 
that there was inadequate support for the Pre-vocational Studies Coordinator and 
insufficient thought given to the resource implications of the programme.
The researcher was also fortunate to interview the Borough TVEI Coordinator and 
several members of the Advisory Team, including the two successive Coordinators 
of the GCSE Pre-vocational Studies programme, and this gave a further interesting 
perspective on developments. As with all previous interviews these took the form 
of ‘focused conversations’ . All concerned impressed the researcher by their 
honesty and approachability and their comments were valuable both in giving 
further insight into the workings of TVEI in Meichester and m anagement of change 
issues in general.
The provision of a pre-interview schedule undoubtedly helped teachers to reflect 
upon the issues beforehand while the semi-structured nature of the interviews 
themselves provided scope for more spontaneous exploration of som e of the 
issues raised. After an interview the teacher concerned was given a  transcript of 
its broad outlines to check its accuracy. Organisational difficulties precluded 
giving interview schedules and subsequent copies of the transcripts to the 
students.
Where teachers at Meichester and Priestmoor used potential interview schedules 
to serve as questionnaires, the information forthcoming, whilst valuable, lacked the 
depth and richness of interview conversations.
The letters sent by the researcher soliciting their opinions as to various aspects of 
the study received written replies or verbal feedback in the form of conversation; or 
both. Here again was a  useful employment of the ‘interview approach.’
2.10.3 Other approaches to triangulation of research methodology
A further valuable approach would have been the use of observation of students in 
the learning situation. This might have been in the whole class situation and also 
in one to one counselling and guidance sessions. Further useful observation could 
have been focused on the dynamics of staff interaction in the teaching team. The 
classroom situation would have provided a  rich variety of foci including teaching 
and learning approaches used; management of resources; the creation of an 
effective environment for learning and the relationship between students and 
teacher. Of course there are a number of potential problems relating to unobtrusive 
observation in the learning situation but should these be overcome, the potential 
rewards are great indeed for verifying what has been said at second hand.
This research study might have followed two particularly fruitful approaches:
(1 ) a  structured observation of students in the classroom to observe to see  that
declared curriculum objectives and teaching and learning approaches were 
in fact being met;
(2) mapping out the whole curricular experience of one or more students over a
period of time to evaluate the magnitude and type of change they had to 
adapt to in TVEI lessons by comparison with lessons in other subjects.
Both would have proven very time consuming if sufficient breadth and depth of 
perspective were to be achieved for the second approach, in particular, would 
have required observation of the experiences of several students - differing ability; 
different gender,- over two or three days and this would need to be replicated in 
three schools. The time for such detailed observation was never available to the 
researcher, nor was the opportunity.
The researcher made some initial tentative enquiries as to the feasibility of 
observation and the scheme coordinators in Meichester had universally agreed 
that this would be too sensitive an issue for staff, many of whom were still coming to 
terms with the development of different approaches to teaching and learning. At St. 
Matthias, there were a  combination of pressures, some of which concerned the 
performance of a  ‘mixed’ team in the early days of an uneasy marriage between 
two schools. Again it seem ed that many staff would have intimidated if their first 
attempts at coping with a  new and unfamiliar approach were observed
An added potential problem might have been the fact that the researcher was 
personally known to many of the teachers in question. The issue is further explored 
under 2 .10.4 below.
A limited opportunity for observation occurred in the Diploma staff team  meetings 
and management team meetings attended by the researcher but here he was 
unable to do more than write down broad observations and Impressions, (see 
earlier). In some ways it proved possible to observe the dynamics of meetings both 
in terms of purpose and process; to see  the major purpose individual meetings 
served (e.g. were they to relay administrative arrangements or for general 
information or staff development?) and the roles, functions and attitudes of 
individual team members. But this observation was not of an in-depth nature, (see 
W illiams, In Bell e t al (ed), 1992, pp . 206-229)
The researcher also made periodic entries in his diary concerning the development 
of the Diploma prog ram me.and his role within it. This further acted a s  a  kind of 
observational process and not only provided valuable complementary data but 
information that allowed comparison of data from other sources.
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2.10.4 Issues of employment of data, personality and politics
The approach to data collection and the manner in which data was processed were 
important issues in the research study, most notably the first element at Meichester. 
In the latter case, the post-coding of information from an open-ended questionnaire 
and the use of interview data to address a  hypothesis other than that originally 
identified might raise questions as to validity of approach. There are also issues 
surrounding the ‘incompleteness’ of the student samples in the sense  that there 
was no sample available from the third Clapton Street cohort and many of the 
sam ples seem  to have been skewed towards ‘middle’ and ‘lower’ student abilities.
A similar kind of accusation might be linked to the+iigh preponderance of A Level 
students in the St. Matthias sample.
To first address the question of samples , it is not surprising that those at 
Meichester were skewed in the manner suggested for TVEI take up in most schools 
in most years was similarly skewed and in that sense the sam ples were broadly 
representative. The bias in the St. Matthias sample was determined by the time of 
year at which the questionnaire could be administered and the interviews held. To 
some extent it was redressed by broadly reflecting the proportion of one- to two- 
year students in the Sixth form through not making selections within the samples of 
students on GCSE and NVQ programmes. In another sense, it gave something of 
a contrasting ability profile to the one that predominated at Meichester.
Use of different research methods also helped to redress som e of the potential 
problems through providing different contexts of investigation and allowing 
perspectives that counterbalanced any undue em phases that might emerged 
under a  single approach. Relatively open-ended interviews and, in the case of St. 
Matthias High School, some observation also provided an opportunity for 
assessing the ’meaning under the words’ and it was an undoubted advantage in 
this respect to have worked previously with many of the teachers on other 
initiatives and also some of the students. Working from the background of this 
broader canvas enabled the researcher to be both alert and sensitive when issues 
so dictated. Finally, the dual nature of the project enabled the researcher to ‘cross 
reference’ impressions from the one study by adverting to the other.
To return to the issue of applying data intended to address one hypothesis in a new 
research contex t, it should be said that the researcher was alert to the increased 
dangers of placing the responses at the service of a  significantly revised research 
focus. Further this should be stressed that whenever data is selected and 
presented it inevitably reflects the values and assumptions of the person 
manipulating it however ‘open minded’ that person might be and however stringent 
. the efforts to make its use ‘scientifically valid’. It is not neutral in that sense for the 
procèss of selection depends upon the user’s preconceptions and perceptions as 
to what is significant and relevant.
It should also be remembered that it was initially the richness and diversity of data 
available that caused the researcher to revise the focus of the research question. 
The responses from both questionnaires and interviews were sufficiently detailed 
to allow him to pursue that focus to advantage and the second case  study provided
a context in which to test hypotheses and explore certain factors in greater detail.
To suggest that the overall approach was ‘unscientific’ would thus be a  nonsense. 
Indeed som e significant changes in scientific knowledge have derived from a  
willingness to shift in this manner from the original focus of study.
On several occasions, the close relationship between the researcher and teachers 
on both programmes studied has been referred to. This issue is to some degree a  
more problematic one.
Both research studies looked to influence future provision through evaluation of 
current practice. The researcher had a  stake in both programmes. At Meichester it 
was more of a lateral connection for although the researcher had some initial 
involvement in the development of the ‘Pre-voc’ programme, his colleagues in the 
TVEI unit had day to day responsibility for supporting its operation. At St. Matthias 
High School there was a much stronger potential conflict of interest. As course 
consultant he had brought enthusiastic commitment to introducing the Diploma as 
an overarching post-16 entitlement programme. He was evaluating a  programme 
in which to some extent his professional credibility was linked.
Action research projects invariably imply a  political relationship between 
researcher, subject and audience. (Elliott,1991, p.85). Teacher reluctance to 
become involved may well be bound up with broader issues of individual self­
esteem  and self-confidence and the prevailing institutional ethos or culture. The 
process is likely to throw up suggestions for modification of practice, thereby 
implying some criticism of current practice. The threat may be further increased if 
the views of students are sought for this might imply a another facet of criticism of 
professional practice. If then additionally , the data thrown up is used by an 
institution as a  tool of accountability rather than an opportunity for open, 
participatory and reflective discussion the threat will be again be amplified.
Teachers can thus easily come to resent the presence of an outside ‘expert’ in 
terms of an inspector or advisory teacher. They will anticipate paradigms from non­
practitioners that bear little relationship to the ‘craft knowledge’ and ‘fine tuning’ 
inherent in everyday classroom practice. Certainly there are dangers that 
researchers them selves may not be aware of. With schools they are familiar wih, 
their approach can cover a “wide continuum from empathy to hypercriticality” 
(Burgess, 1984, p.163) Equally important, as Stenhouse noted, the 
professional researcher so dedicated to his or her own particular theory, can be “a 
more serious source of bias than the dedication of teachers to their practice”. 
(quoted by Walker, 1985, p.47)
There are other issues that can influence the degree to which action research 
projects are successful. The Headteacher can take a ‘protectionist’ stance in what 
she or he perceive to be the interests of the school and control the release of 
information in a  variety of ways so that the outcomes of the study will accordingly 
have very limited influence, (see Elliott, 1991, pp.46-68 for further amplification of 
the above issues)
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The researcher was aware of the various implications outlined above and of his 
strong moral obligation to be open and clear as to purpose and approach. That 
meant an initial commitment to honesty about the preconceptions he was bringing 
to the study. His position, first as CPVE Coordinator at Meichester and then as 
TVEI Extension Coordinator in South Westshire, would have already made clear to 
many of the teachers involved that he was committed to student centred 
experiential learning and its implications. However he was quick to spell out his • 
commitment to those who were not thus aware.
Second , the researcher entered into all the research approaches conscious of the 
need to show sensitivity and respect. It was not simply a  matter of assuring all 
involved of the confidentiality as to their responses. It was to give the impression to 
staff that the researcher was working not as an inquisitorial agent of a  funding 
authority seeking the best return on expenditure but rather a s  a  fellow professional 
working alongside staff in as open-minded a fashion as possible; to evaluate 
present experience and use that to inform future practice. In the words of Bell 
and Raffe he would act as a  facilitator to “hold a mirror up to practitioners” .
(1991, p.139)
Students also needed to be reassured that their views as  consum ers did matter; 
and staff in turn that such views need not be threatening but could engender 
benefits on both sides.. A diversity of research approaches, it was suggested, 
would help to provide as unbiased a  picture as possible.
Third, the researcher was sensitive to the fact that teachers generally would not 
have felt comfortable with observation of their practice at a  time when quite 
significant innovations were being piloted and against a  background of increased 
workloads and further stress, in the case  of St. Matthias, caused by the recent 
uniting of two schools.
Fourth, the researcher made it plain to staff that there was no hidden agenda to the 
research methods he was employing. Staff had access to student questionnaires 
and interview schedules and had the opportunity to comment upon them and 
suggest modifications. Staff, themselves, were invited to interview and shown a 
broad framework of questions beforehand. The interviews them selves, whilst 
keeping broadly to the framework, enabled individual staff to pursue issues of 
particular interest to them. Finally the outcomes were fed back to them in the form 
of reports and since those reports in both research studies represented a 
significant modification of the researcher’s initial preconceptions, the integrity of 
approach should have been partly confirmed.
It has also to be said that being known to so many of those staff interviewed was an 
advantage for Heads were generally very willing to cooperate with the research 
projects and to allow an openness of approach. Meichester teachers, too, were 
generous with their time and open with their observations. Those at St..Matthias 
were less cooperative but this may have been due to a  number of reasons related 
as much to pressures of workload, intended timing of interviews and issues relating 
to the newly-formed school. In one case, it should be said, a  reluctant Diploma tutor 
only agreed to give his observations as a  ‘personal favour*.
Most staff interviews proved to be effective means of sharing information and many 
teachers were willing to be open and frank in their opinions. In a number of cases, 
teachers had obviously given considerable thought to their responses. Students 
too appeared to welcome the opportunity to respond on questionnaires and made 
that clear in what they wrote.
However, it has to be said that despite all precautions there were occasions when 
staff took a  defensive stance. It is also fairly certain that the failure of the Pre- 
vocational Studies programme to come up to some staff expectations coupled with 
SEAC threats to its continued existence threw a cloud over the teacher responses 
received in December 1989 .
A defensiveness was apparent in the largely self-justificatory response of the 
Clapton Street ‘Pre-voc’ Coordinator on her questionnaire and it may have been a  
motive behind the ‘lost’ third questionnaire sample. Despite the useful insight it 
provided, the interview with the St. Matthias Diploma Coordinator som etim es made 
claims for the programme that were neither borne out by staff or student comments 
at the time. Also some Meichester teachers showed some ‘guilt’ when describing 
their difficulties at coming to terms with certain aspects of student-centred learning 
as if they assum ed the researcher would be making some judgment as to their 
personal unfitness for involvement in the programme.
At St.Matthias, the researcher as advisory teacher did experience som e hostility at 
times as one of the progenitors of the Diploma. It was first manifest before the 
course was introduced when the Coordinator complained of ‘interference’ with her 
plans to set up staff development and awareness raising. It was also in evidence 
from the attitudes of certain teachers at Team meetings. The researcher was 
sharply reminded of the fact that the Diploma programme appeared neither to be 
valued by the students on the course nor the senior management of the school 
despite the best efforts on the part of most of the Team. However, that hostility was 
surprisingly not in evidence at interview or in staff questionnaire responses.
In conclusion it should be noted that through an awareness of the sensitive 
implications of the curricular innovations under investigation and of his personal 
involvement and commitment, the researcher by and large m anaged to overcome 
any attitudes of diffidence or hostility among staff to ensure that their responses 
were open, honest and balanced. Certainly there were elements of giving the ‘right 
answer’ and of self-justification but these were far outweighed by teachers who 
gave generously of their time, who reflected deeply on their own practice a s  well as 
looking to fix responsibility on external influences and who made high quality 
detailed responses. The wealth and diversity of information forthcoming through 
both questionnaires and interviews suggests that most students and staff were 
confident in the integrity of the researcher’s purpose and were able to separate that 
role from any other professional roles he might have. Hopefully their trust was 
reciprocated by the open-minded stance that the researcher took to the data they 
so readily provided.
2.10.5 Issues of timing
In one sense the researcher had little control over some of the times he chose to 
issue questionnaires or hold interviews with staff and students. There have been 
two references above to the problems of holding staff interviews at the end of 
school terms and on one occasion not specifically referred to before, some 
Meichester teachers put their relatively misanthropic tone down to tiredness and 
the need of a  rest at the end of the Summer Term, 1988. Yet both the Meichester 
and Priestmoor schools identified the end of the Summer Term as a  convenient 
time for holding such interviews because staff had relative ‘slack’ in their 
timetables. Neither did all teachers display a gloomy air. Some showed a 
distinctly optimistic outlook.
The timing of the student interviews, both in Meichester and St.Matthias, raised a 
number of issues. The Meichester interviews were held immediately prior to 
external examinations and the St. Matthias interviews when a  substantial number 
of one year Sixth students were already sitting external examinations or on study 
leave.
The students in the Meichester interviews did not appear to the researcher to have 
been influenced in any way by the timing in the school year. At St.Matthias it 
remains a moot point whether it would have been valuable to have held the 
interviews much earlier in the year even had the researcher had a  free hand in the 
matter. Students required the opportunity to reflect upon a  wide range of 
experiences from a  programme whose focus changed as the year progressed. The 
discussion as to timing is hypothetical for the researcher did not have a free hand. 
The interviews were held at a  time convenient to the school.
The administration of the first Meichester student questionnaire was, for a  variety of 
reasons, held immediately prior to external examinations in the Fifth year; at a  time 
when students were rushing to complete outstanding coursework a s  well as 
embarking on revision. The second and third batches of questionnaires were 
issued when there was perhaps less external pressure on students. Yet in some 
ways, the third batch was more critical of the programme than the others had been. 
The St.Matthias questionnaire was issued in May which meant that many more two 
year Sixth students completed it than those in the one year Sixth . Yet the 
comments from one year Sixth students were no more negative than they were 
from those with a  further year of study.
In some cases, the interviews with teachers for instance, the timing might have 
been beneficially changed to earlier in the term and with hindsight, the second and 
third issues of questionnaires and the holding of interviews in Meichester might 
have been more appropriately organised for the end of the Summer Term of the 4th 
Year, as indeed it was for Torville. But it must remain a  matter of some conjecture 
as to the optimum time for securing a considered and relatively dispassionate 
comment from a s tuden t.
2.11 In retrospect.
Were the researcher to undertake a similar study in future, the following
modifications would be considered :
2.11.1 greater clarity would be given to explaining needs to school staff in 
terms of questionnaires and interviews. For instance it would be 
important to express needs in terms of size, range of ability and 
gender make up of groups.
2.11.2 the researcher would ensure that questionnaires were administered 
personally so that student queries could be clarified, potential student 
collusion averted and the researcher could indicate clearly the value 
placed on their open, honest and considered responses.
2.11.3 structured observational techniques would be employed in student 
lessons and staff team meetings, the degree dependent on the time 
available, as a means of further effective triangulation with other 
research methods employed.
2.11.4 there would be changes in the timing of interviews and questionnaire 
administration in order to minimise the effects of potential external 
influences on students and staff ; whilst acknowledging that there is 
probably no ‘perfect’ opportunity if all relevant factors are to be taken 
into account.
2.11.5 group interviews would be used but with a  smaller number of 
participants and a  firmer line on guiding direction and pace.
2.11.6 there would be a  greater proportion of interviews with senior 
management team members in order to ascertain their perspectives 
on the innovation and how it would influence the quality of student 
learning.
2.11.7 staff opinion would be sought at interview as to what makes for quality 
in the student learning experience ; the affective aspects of learning; 
effective approaches to assessm ent; the role of the tutor; the role of 
student feedback in influencing educational provision; how students 
should be prepared for new curricular programmes and what makes 
for effective management of educational change.
2.11.8 . general student questionnaire feedback would be one m eans of
focusing discussion at all staff and student interviews.
2.11.9 all student questionnaires would additionally focus on the purposes of 
the innovation as they perceive it; on the manner in which they were 
introduced to it; on their perceptions of the learning process and what 
makes it personally effective and on their beliefs with regard to the 
teacher’s role.
2.11.10 some m eans would be employed of gauging the general personal 
attitudes of a  student on the questionnaire through providing some 
suitably phrased question(s) in order to place other responses in 
some personal context.
2.11.11 the student questionnaire would more clearly identify differences in 
gender response to innovation and the underlying reasons for it.
2.11.12 there would be a further attempt at triangulation through interviewing 
a number of students across the schools in the first part of the study in 
order to gain some notion of the influence of the Pre-vocational 
variable in overall TVEI provision.
2.12 The research study considered
It is sometimes easy to caricature the case study approach to research as a 
repository for sloppy methodology and illumination based on local anecdote, (for 
instance, see  Atkinson and Delamont, 1985). The present research study 
abandoned any a priori assumptions embedded in its original proposal for a  less 
restricted focus which nonetheless systematically approached the educational 
change process to examine its effects on learners and teachers . The study did not 
eschew quantitative methodology. The initial questionnaire and interview 
outcomes and findings led to a  greater understanding of the multiplicity of factors at 
work when school students confront educational change; and to that refocusing of 
approach. The study does not simply seek to portray diversity and complexity. It 
attempts to formulate some general hypotheses from amidst the complexities and 
subtleties of individual responses to change and to use quantitative approaches to 
test them out. Here then is not the kind of eclectic ‘cop out' so disparagingly 
referred to by som e commentators (Atkinson and Delamont, 1985), but rather 
an employment of appropriate methodology as the study has unfolded to meet the 
new dem ands that presented themselves. The process was thus one of constant 
refocusing, inwards and outwards, as  new evidence and ideas presented 
themselves.
The study has been cautious in its conclusions. It has looked to the notion of 
correlation rather than strict determinism in suggesting links between various 
elements. That caution em anates from the complexities bound up with human 
reactions but does not deny that there can be recognisable patterns of consistency 
in human behaviour within certain situations. It might be said that the so-called 
rigour of the scientific paradigm can claim little more. It rests not so much on 
certainty as on statistical probability and relies heavily on the degree to which 
potential human error can be removed from the techniques of data collection, (see 
Adelman et al, 1984; Bantock, 1973; Cronbach, 1987; Nisbet and 
Watts 1984; Partlett and Hamilton, 1987; Pope and Denicolo,1985). 
Further the nature of scientific ‘truth’ itself has historically been shifted radically by 
changes to models of ‘scientific reality’ . (Cuba, 1978)
Cronbach remarks:
Speaking of experiments and naturalistic case studies as polar opposites is a 
rhetorical device. Evaluation planning is not a matter of choosing between 
irreconcilables”. (Cronbach, 1987, p.32)
The approach outlined above' puts into profile the multiple and complex 
perceptions that people bring to any cooperative development project. Those 
perceptions are their individual realities and to dismiss them as erroneous 
constructs is to commit an important error when considering the human dimension 
to change. To take account of those complexities does not constrain us into 
assuming a highly localised and specific stance. It does not prevent us from 
formulating hypotheses as to what might be effective factors in the change process 
nor does it stop us from producing some helpful practical and general guidelines 
for those involved in it. It does, however, ensure that we shy away from single 
dimension models which dazzle us with their complexity and their claims to 
comprehensiveness; for such models ironically tend to ignore the infinite diversity 
of the human factor.
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C h ap te r 3 S tu d en t and  sta ff re s p o n s e s  to  TVEI in M eichester
Throughout the on-going analysis, the term ‘Pre-voc’ is used a s  an abbreviation for 
the GCSE Mode 3 Prevocational Studies Modular course. It w as commonly 
referred to as this, both by teachers and students through Meichester schools, and 
it would thus appear appropriate to use the term here.
The nam es of all personnel and placenam es involved have been changed in the 
interests of confidentiality.
3 .1  W estp o in t B o y s ' S ch o o l; T orville A cadem y a n d  C lap to n  S tre e t 
S e c o n d a ry :s tu d e n t q u e s t io n n a ire s
Q uestionnaires were administered on three separate  occasions at two of the 
schools, Westpoint and Torville, and twice at Clapton Street
) The questionnaire was first issued to sectors of the Fifth year cohort studying on
what might be described as a  more ‘traditional’ TVEI program m e, but such a  
decription only serves to contrast with those from ‘Pre-voc’ courses.
At Westpoint the first Fifth year cohort comprised:
5TEC: 13 b o y s  (and 2 g irls from  Torville A cadem y) (29 April 1988) 
5BUS: 16 b o y s  (9 May 1988)
The questionnaire was issued to two sectors within the Fifth year cohort studying 
on more a  traditional TVEI programme. There was a  marked difference between 
the two groups.
On both occasions the questionnaire was completed in the researcher’s presence. 
The 5TEC group, showing marked end of course cynicism and apparent poor 
I motivation, displayed a hostile attitude and ‘couldn’t care le ss’ approach to
questionnaire completion. On the other hand, the 5BUS students completed it 
without any noticeable cynicism and with minimum collusion and fuss if not with 
enthusiasm.
The poor relationship betw een tea ch e r and 5TEC w as ap p aren t in the 
administration of the questionnaire. Without prompting, the c lass teacher, Reg 
Dunford, remarked that the students were
“...mainly low abHiiy....useless at organising themselves..” with a  response that 
was invariably “disappointing”.
He went on to say:
“I really do detest this group.. ”
Despite assurances of confidentiality given to the students, Dunford looked over
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the shoulder of one who had graphically described TVEI as being about 
“sitting around and picking our arses”
He responded that this typified their ingratitude for all he had tried to do to help 
them.
The Torville girls in the group appeared to have a  more serious attitude and 
volunteered the information that they had been hindered in their learning by the 
‘bad attitude” of the boys.
At Torville Academy, this cohort consisted:
5NM 23 girls (10 May 1988)
The girls were from a  range of options: B u sin ess  and  Inform ation S tu d ies  
(hereafter referred to as BIS); Social and Community Care; Food Studies and 
Information Technology.
There w as high absenteeism  from total group of 54 students, mainly put down to 
‘revision’. Thirty girls completed questionnaires, administered personally by the 
researcher, during a  tutor period. Conditions in the School Library were not ideal 
and the half hour allowed was a  ‘tight’ schedule. Nevertheless there was no great 
degree of talking or comparison of answers. The group was described as being of 
‘middle’ or ‘low’ ability (with two or three students classified by the teacher as 
‘bright’.)
At Clapton Street, the cohort consisted:
5M 0D  21 students (10 boys + 11 girls) (10 May 1988)
The students combined a  compulsory modular Community Studies course with a 
programme of options which included BIS/ Office Studies; Electronics/ Modular 
Technology and Food Studies. Those present were described by the teacher as 
being “low to middle ability”. They answered the questionnaire attentively. The 
total of 21 w as described as being “about half the group” , there being heavy 
absenteeism  due to revision.
Students with ‘Pre-voc* GCSE as part of their TVEI course programme
The first cohort of ‘Pre-voc’ students was interviewed at the end of the third term of 
the two year programme or during the fourth term of that programme.
At Westpoint, a  questionnaire was administered to:
5PV1 22 boys (22 October 1988)
‘Pre-voc’ formed a  compulsory feature of the joint programme with Torville with 
students being able to choose one further option from BIS, Technology, Information
Technology, Food Studies, Community Studies and Child Development.
The questionnaire was completed in a  relatively positive atm osphere with minimal 
collusion.
At Torville the questionnaire was administered to:
4PV1 22 girls (21 July 1988)
The second facet of the joint programme. When the questionnaire w as issued by 
the researcher to 37 students there was a  'bubbly' but purposeful atm osphere. The 
sample chosen was a  completely random one. Most of the students had taken BIS 
as their other option.
At Clapton Street the questionnaire was issued to:
5 BIS 27 students (15 boys + 12 girls) (25 November 1988)
‘Pre-voc’ comprised a  compulsory element to a  programme which also had one 
option from BIS, Food Studies and Technology.
Due to timetabling of TVEI at different times for different groups, the questionnaire 
was issued in two batches. Whilst the two groups (‘X’ comprising 21 students, 15 of 
whom were chosen by random sample; ‘Y’ comprising 21 students, 12 of whom 
were chosen by random sample) have been aggregated for most purposes, they 
have occasionally been identified separately where this aids general analysis. The 
School TVEI Coordinator identifed X’ as the less able half of the students and Y’ 
as the more able half. There were six girls in each sample.
Group X’ completed the questionnaire purposefully but many m ade clear their 
dislike of ‘Pre-voc’ in the researcher’s presence although they were generally well 
disposed to BIS. About five students were missing from Group ‘Y’. They completed 
the questionnaire in a  somewhat agitated manner, possibly an outcome of the 
researcher’s late arrival. There was som e silly behaviour and a  few rushed 
questionnaires. This second group w as not markedly cooperative. Hence the 
random sample in Group ‘Y’ was made only after the weeding out of som e frivolous 
returns.
The questionnaire w as then issued to a  cohort of students taking the ‘Pre-voc’ 
course as part of their programme in the second year of its’ existence. At Westpoint 
it was issued to:
5PV2 34 boys (15 December 1989)
‘Pre-voc’ w as compulsory for the whole year group as the framework for their 
Social and  Personal Education program m e although a num ber of those  
interviewed was also in the specific TVEI cohort. It had been originally intended 
that this time round the TVEI students would have access to a fully modularised 
programme but introduction was delayed, to be finally abandoned, a s  the full Mode
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3 never succeeded in achieving SEAC approval.
The researcher was unable to administer this Westpoint questionnaire in person 
but teachers given this responsibility were issued with detailed prior guidelines. 
The sam ple selected w as partly random but only after a  relatively long ‘tail’ of 
frivolous returns was weeded out. The group was familiar to the researcher as 
one he had done som e personal tutorial work with. Many of the students were 
undoubtedly ‘difficult’ students who welcomed the earliest opportunity to leave 
school. The researcher knew however that several had the legitimate grievance 
that a  number of their teachers took no apparent interest in their progress.
The second ‘Pre-voc’ questionnaire was issued at Torville to:
4PV2 32 girls ( 8 July 1989)
This particular group had chosen BIS as  its other option. The questionnaire was 
again issued by the researcher in person.
A questionnaire was issued to a parallel Clapton Street group which the School 
‘Pre-voc’ Coordinator undertook to administer. Unfortunately the returns were ‘lost’ 
internally before they could be despatched to the researcher in Dorset.
Please note that where responses are bracketed they are for girls in mixed groups
It should also be noted that detailed tables of student responses are contained in 
Appendix 6. What follows in Section 3.3 is a  comparison of the main issues 
highlighted by questionnaires combined with the outcom es of the student 
interviews (see 3.2 below).
3.2  Westpoint Boys’ School, Torville Academy and Clapton Street 
Secondary: student interviews.
The interviews were held with students from the first of the two Pre-vocational 
Studies cohorts at W estpoint Boys’ and Torville Academy (5PV1 and 4PV1 
respectively); and from the Pre-vocational Studies cohort at Clapton Street (5BIS). 
There were nine students in each sample. In each case  the TVEI Coordinator 
chose a  range of students that represented a wide range of ability although the 
researcher was not informed of the Coordinators’ estimations of individuals’ ability 
until after the interviews so that the former would not in any way be influenced by 
those opinions at interview.
The studen ts w ere primarily questioned about the Prevocational Studies 
programme. The questions broadly followed the sam e format although to bring a 
tone of natural conversation to the interviews, supplementary questions were 
occasionally em ployed to help s tuden ts clarify and expand upon their 
observations. The questions, details of which are included in Appendix 7, 
represent the core of what was being asked in the interview schedules.
The students interviewed were as follows. The Coordinator’s opinion a s  to 
ability is shown:
WestDolnt Torville Clap ton ...St,
Low Ability Gary vl/orthington 
Darren McCreedy 
Martin Taylor
Samantha Black 
Sarah Brain
Rupert Soames 
Peter Venables 
Mark Elton
Low to Middle Abllitv Joanne Winterly Connor Smith 
Matthew Hines
Middle Ability Graham McKnight 
Ryan Brien 
Stewart Friendly 
Karl Cranshaw
Louise Allen 
Lauraine Oliver 
UsaPreece
Mary Bioxham
Mlddle.tQ±ligli
Abilitv
High Ability
Darren Farrar 
Andrew McAndrew
Susan Sidney 
Laura Footer 
Lindsay Roberts
Helen Grace
Eleanor King 
Clare Johnson
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3 .3 . The im pact of change  on s tu d e n ts  a c ro ss  th e  th ree
M eichester sch o o ls : so m e  po in ts  of co m p ariso n
3 .3 .1  Im plications of com paring  s tu d e n t sa m p le s
Any comparison between different groups of students in different years in
different schools invités caution as to the general conclusions to be drawn.
Whatever the generalisation, it may always be possible to find some specific
source of evidence to the contrary. Hence Tor the most part* or 7n
g en era l’ will be familiar phrases in the account that follows.
It will also be necessary to highlight the following qualifications:
□  there will have been significant factors beyond the remit of this study 
that contributed to the unique ethos that characterised each year 
group and that ethos may well have influenced the manner in which 
som e students responded to questions;
□  in turn there is likely to have been a complex interaction between that 
ethos and the perceptions of teachers responsible for the year group. 
If, as in the 5TEC group at Westpoint, the teacher anticipates that 
students will react in a particular manner, then evidence suggests that 
such expectations serve to reinforce that way of behaving;
□  different students will value different aspects of their curricular 
experience both in terms of content and teaching and learning 
approaches. Most students will naturally have ‘favourite subjects’ or 
preferred learning styles. With its attempts to embrace a  wide range 
of content and a  broad portfolio of learning approaches, Pre­
vocational Studies is more likely than most programmes to have 
contained at least a  few elements that students found uncongenial;
□  som e questionnaire responses do not differentiate clearly between 
‘Pre-voc’ and other elements of the the TVEI programme;
□  significant comments were often added to responses and these often 
proved considerably more illuminating. Thus the student-teacher 
relationship in 5PV2 at Westpoint emerges as more problematic that 
might have been indicated by the bare responses to questions. This 
was also the case for questionnaires not encom passed by the 
sam ples.
□  any comparison of figures in percentage terms needs to account for 
the actual student numbers involved. Across all samples, 10 per cent 
never accounted for more than 3.5 students (Westpoint, 5PV2) and 
was as low as 2 students in 3 samples (Westpoint, 5PV1 ; Torville, 
4PV1 ; Clapton Street, 5M0D). The average figure across all samples 
was just over 2.5 students.
□  students’ reactions might well have been influenced by the time of 
year. The first student cohort was questioned at the end of the course 
with external examinations on the horizon. Their responses may thus 
have been more pessimistic than usual. The third Westpoint sample, 
interviewed at the end of a long Autumn Term, may similarly have 
been influenced. Whilst no direct evidence correlates student 
response with temporal factors, they should still be borne in mind;
□  however painstaking the effort to prevent student collusion on 
responses, it was difficult to avoid at times. There is evidence through 
certain distinct and relatively uncommon phrases used by som e 
students that some collusion took place; and that collusion erred on 
the side of a  negative rather than positive response style;
□  sometimes questionnaire responses lacked internal consistency 
when reduced to bare statistics. It has to be remembered that post­
coding and categorising of responses can ignore the slight nuances 
found there and in turn appear to throw up contradictions. As has 
been said, small percentage numbers can also mislead as to 
significance of response and compound the potential difficulties.
Two sections (3.3 and later 3.5) draw comparisons between the three 
schools in term s of student and teacher responses. The criteria link to the 
context in which students learned and how they learned. The information 
com es from questionnaires and interviews.
Main areas selected for comparison 
For the students:
3 .3 .2 . Perceptions of change.
3.3 .3 . Reactions to change
3.3 .4 . What they learned and what they found interesting
3.3 .5  Expectations and degree of satisfaction with
programme.
3.3 .6 . Teaching and learning approaches.
3 .3 .7 . Skills, guidance, equal opportunities issues.
3 .3 .8  Motivation.
For teachers:
3 .4 .2 . Perceptions of TVEI outcomes.
3 .4 .3  Demands of TVEI in terms of teaching approaches.
3.4.4. Staff development and advisory support.
3 .4 .5 . Timetabling and resourcing.
3.4 .6 . General evaluation and synopsis of effects of TVEI
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Breakdomn of the headings chosen:
Perceptions o f changes (3.3.2; 3.3.6)
□  Did they perceive any differences in their TVEi programme from their 
other studies?
□  Were there any marked differences in reaction to the modular 
programme than to more traditional TVEI courses?
□  What were the nature of the differences perceived (above)?
□  Were there any significant differences of perception between boys and 
girls?
Student reactions (3.3.3)
□  How did the students react to the differences?
□  Was there any marked difference of reaction between ‘traditional’ and 
modular programmes?
□  If so, why; if not, why not?
□  Were there any significant differences of perception between boys and 
girls?
Learning and perceived benefits and interest. (3.3.4; 3.3.6)
□  What were the main things that students felt they had learned from 
TVEi?
□  What did they perceive to be less beneficial?
□  Was there any marked difference between ‘traditional’ and modular?
□  Were there any significant differences between boys and girls?
□  What reasons for the above?
□  What did the students find to be interesting about TVEi?
□  What did they find to be less interesting?
□  Was there any marked difference between ‘traditional’ and modular?
□  Were there any significant differences between boys and girls?
□  What reasons for the above?
induction, guidance, equai opportunities issues and motivation. (3.3.7;
3.3 .8)
□  How well did the students feel prepared for their TVEI programme?
□  What support and guidance did they feel they had in making their 
choice?
□  Did the TVEI courses come up to student expectations?
□  What satisfaction did they gain from them in terms of content- in terms 
of interest, relevance, variety and challenge?
□  Were students aware of the overall course rationale and where the 
parts fitted together?
□  Was there any marked difference between ‘traditional’ and modular?
□  Were there any significant differences between boys and girls?
Guidelines to the diagrams included with the text.
O  The histograms depict:
(1 ) a  comparison of student responses across the schools and 
across the samples
(2) a  comparison of boys’ and girls’ returns within those 
sam ples.
O  The appended numerical tables:
(1 ) interpret those histograms in detailed figures
(2) give a  further breakdown of boys’ and girls’ returns in the
individual schools in the first two samples. (In the third sample, 
the Westpoint and Torville returns are synonymous with the 
overall sample returns.) 
e.g. 1 8 / 0 =  18 boys; 0 girls
0/18 = 0 boys; 18 girls
20/15 = 20 boys; 15 girls
O  The following key applies:
Westpoint □ Torville Clapton Street
boys’ responses girls’ responses
O  Note that percentage figures used refer to percentage numbers 
of students who responded to a  particular question rather than 
percentage of a  whole sample unless specifically sta ted  otherwise.
Ô  The student samples A,B, and 0  below refer to the following:
Sample A: Westpoint, 5TEC/ 5BUS; Torville, 5NM;
Clapton St, 5M0D 
Sample B: Westpoint, 5PV1; Torville, 4PV1;
Clapton Street, 5BIS 
Sample C: Westpoint, 5PV2; Torville, 4PV2..
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3 .3 .2  Students* perceptions of changes in TVEI
Students across the three schools referred to significant changes in teaching 
and learning approaches and at no time did the response fall below 60 p.c. 
More girls than boys commented on this in the ‘Pre-voc’ cohorts. C lapton 
S tree t students made particular mention of open ended problem solving in 
groups.
The Torville sample responses were remarkably constant in noting 
changes of content (ranging from 34 p.c. to 36 p.c.). This was not the case 
for the other schools. Girls were more prominent in remarking upon content 
changes than boys.
The first W estpoint ‘Pre-voc’ group (i.e. the second sample) made 
greatest mention of the interest derived from their TVEI course of any 
particular sample but the overall retum was greatest at Torville where 
students made particular reference to computer work , business simulations 
and enterprise and community surveys. Clapton S tree t students 
em phasised solving ‘real life’ problems but if anything the ‘less able’ 
element amongst its ‘Pre-voc’ students valued the learning approaches 
more than the content. For the ‘more able’ students, the reverse was broadly 
true.
Other comments on the course being ‘hard work’ were only remarkable at 
Torville and the figures for those not perceiving a  significant difference in 
TVEI programmes were generally low.
Perceptions of differences in ways of working did not follow a  clear pattern 
across the schools. Changes were remarked upon, with the first two 
Torville student sam ples being remarkably high (84 p.c.; 95.5.p.c) only to 
decline steeply to 15.5 p.c. It might be conjectured that such approaches 
were now more common across a  range of subjects there. In the first two 
student sam ples, boys’ perceptions remained reasonably stable but girls’ 
responses declined from 89 p.c. to 64.5 p.c. The low Clapton S treet 
response in this second sample undoubtedly distorts the returns and girls’ 
returns stand much higher, at 89 p.c. and 95.5. p.c. respectively if that 
sample is ignored.
The range of figures for W estpoint (from 20.5 p.c. to 31 p.c.) and Clapton 
S tre e t (from 44.5 p.c. to 47.5) for finding learning ‘less difficult’ are more 
stable than the Torville range (12 p.c. to 50 p.c.) There is less of a 
. discernible pattern in girls’ and boys’ responses although overall the third 
student sample appeared to find learning less difficult than its predecessors. 
The responses for difficulty of content were overall relatively marginal.
If anything the returns suggest that ‘new’ approaches in learning styles and 
content were more familiar at Torville than elsewhere.
(based on Questionnaire responses and comments, 1,11)
Percentage data frQm_QuestlQn_1i Perceived differences In TVEI courses.
C A B C
Perceived change In factual content
Percentage figures:
W estpolnt 
Torville 
Clapton St.
A B 0
14
3 6
33
32
36
18 .5
2 0 .5
34
Bovs Çlrlç W'DOint Torville Claoton St.
A 2 0 .5 35.5 14/0 0/36 4 0 /2 7 .5
B 35 38 32/0 0/36 4 0 /4 1 .5
C 20 .5 34
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100
Perceived changes In teaching and learning approaehca 
Percentage figures
A B C
W estpolnt: 90 68 62
Torville 72 68 94
Clapton Street 81 78
Boys Girls W*poli It Torv. Clap S t
87
70.5
62
73.5
73.5 
94
90/0
68m
0/72
0/68
80/73
82Æ3
A
B
C
Other observations: P.grgemage, llquifis 
'More hard work*
W estpolnt 
Torville 
Clapton St.
A B C
7
13
0
22
27
0
6
16
Boys/ Girls (as above for Westpolnt and Torville)
'No oerce Ived difference*
A B C
W estpolnt 
Torville 
Clapton St.
3
13
14
14
4.5
0
20 .5
0
Boys/ Girls (A) 4/15 (Clapton Street, 7/7)
Percentage data from Question 11: Student response to TVEt approaches
100
B C A B C
11.1 . .DütenenL wava,qtj«arKlriq
Perçentgqe flqvre?
A B C
W estpolnt: 90 68 62
Torville 72 68 94
Clapton Street 81 78
A
B
C
Boys Girls W’point Torv.
46 89 38/0 0/84
43 64.5 68/0 0/95.5
17.5 15.5
Clap S t
70/100
6.5/8.51
(note: so  few Clapton Street students responded in the second sample that any
percentage figures would be meaningless)
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c  A B C  
11.2 Learning thought less difficult
Eqçgttntaqff. .flqvryi
W estpolnt 
Torville 
Clapton Street
A B C
31
12
47.5
22.5 
50
44.5
20.5
19
Boys Girls Wpolnt Torv. Clap SL
A 33.5 25 31/0 0/12 40Æ4.5
B 35 44 22JS10 0Æ0 53.5^3.5
C 20.5 19
Only percentage figures to exceed 10 o.c.
J.1.3 Content thought less difficult
Sample A: Westpolnt 13.5; Clapton Street 24.
11.6 Content considered more Interesting
Sample A: Westpolnt 17; Torville 16
11.7 No marked difference In Interest from other subjects
Sample A: Torville 20;
Sample B: Westpolnt 18; Torville 13.5; Clapton Street 11.
Boys, 16; Girls, 12; Clapton St. 13.5/ 8.5
l(
40
20m Un
B B
11.4 No marked difference perceived  
Ears-Mtagfl—tlQwrM
A B C
W estpolnt 10 9 6
Torville 24 13.5 6
Clapton Street 9 .5 11
A
B
C
Boys Girls Wpolnt Torv. Clap S t
10 19.5 10/0 0/24 10/6.5
8 14.5 9/0 0/13.5 3/16.5
6 6
11.5 Learnlnol more Interesting
10
Pefcentag# figures
Westpolnt 
Torville 
Clapton Street
31
48
52
B
ASJS
82
33 j
23.5
25
Boys Girls Wpofait Torv. Clap SL
A 33J 53 31 A) 0/48 40^33
B 40S 843 453m 0Æ2 333/333
C 23.5 25
1C
3 .3 .3  S tu d e n ts ’ rea c tio n s  to d iffe ren ces
From responses Question 4 at both Torville and C lap ton  S tre e t 
approximately 64 p.c. of students overall felt that TVEI had met or 
exceeded their initial expectations. At W estpo ln t the average response 
was less than half that, at 30 p.c. The W estpolnt figure peaked at 45 p.c. 
for the second student sample, or first ‘Pre-voc’ cohort, only to decline for the 
third sample or second ‘Pre-voc’ cohort to 25 p.c. The highest Torville 
return w as also in the second sample, at 82 p.c. At C lapton S tree t the 
highest return was in the first student sample (71 p.c.) with the return for the 
second sam ple being 56 p.c. The level of satisfaction was consistently 
greater for girls than boys: 68 p.c. at its highest, in the second student 
sample, and 53.5 p.c. at its lowest in the third sample. Only in the second 
sample were the figures not over double those for the boys.
W estpoln t consistently registered the highest returns for student 
disappointment, its average figure of 54 p.c. being far in excess of that at 
Torville (approx. 27 p.c.) and C lapton S treet (23 p.c.). In the first two 
sam ples the boys’ returns greatly exceeded the girls’ registering at 64 p.c. 
and 38 p.c. compared with 38 p.c. and 9 p.c. respectively. In the third 
sample there was a  smaller margin, boys registering 41 p.c. and girls, 34 p.c.
The graphs below represent the degree of interest and enjoyment that 
students said they had derived from their TVEI programmes, albeit that such 
responses can only provide a  rough rule of thumb. Overall it was C la p to n  
S tre e t students, in their two sam ples, who registered the highest average 
return for enjoying their TVEI programmes; a  figure of 57.5 p.c. They were 
followed by Torville Academ y students with an overall average return of 
47 p.c. and then W estpo ln t students with approximately 23 p.c., only half 
that of the Torville figure. Significantly, there were no students in the third 
W estpo ln t sample i.e. the second ‘Pre-voc’ sample, who were prepared to 
say they derived a  great deal of enjoyment from their TVEI programme.
If we add together the student returns from the first two categories, to 
include those gaining periodic enjoyment and interest from their courses 
then there is a  slightly different picture. As many as 75 p.c. of the first student 
sample at W estpo ln t registered across the two categories but this figure 
declined over the next two samples to 54.5 p.c. and 23.5 p.c.respectively. 
The average returns for the first two sam ples over those two categories were 
84 p.c. and 95.5 p.c. respectively for Torville and 81 p.c. and 82 p.c. for 
C lapton S treet, still significantly higher than for the corresponding 
W estpo ln t sam ples. The third Torville sample registered 90.5 p.c. here.
High returns in the final category for the W estpolnt student sam ples 
expectedly complement the outcomes referred to above. Here was a  distinct 
sense  of lost opportunity. The second ‘Pre-voc’ student sam ple described a 
course failing to meet its potential to capture the interest of students ‘turned 
off by the normal academic fare. The returns steadily increased from 15 p.c. 
through 32 p.c. to 47 p.c. for those who derived little satisfaction from their
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No. it was better than anticipated.4.1 Yes.The course came up to 
_ _  expectations.
A B C
80
4.3. No. The course was disappointing
Percentage figures
4. Student perceptions of courses 
compared with initiai expectations
n.b. also Westpolnt third sample 
(i.e. second Pre-voc) made 
six returns to the effect that 
course had confirmed all their 
m isgivings!
4.4. Did not know what to expect.
W estpolnt
A B C A B 0 A B
4.1 Up to expectations 14 27 6 48 41 123 28.5 26
4.2 Better than anticipated 7 18 19 8 41 41 43 30
4.3 Disappointing 72 50 41 44 4.5 34 28.5 183
4.4 Didn’t know what to expect 0 0 19 8 14 9 9 15
brviiie
B
Clapton St.
K
4.1
4 .2
4 .3
4 .4
Up to  expectations 
Better than anticipated 
Disappointing
20 .5  
1 0 
64
Didn’t know what to expect 0
Westpoint Torville Clapton St.
A B A B A B
4.1 Up to expectations 14/0 27 /0 0/44 0/41 40/18 27/25
4.2 Better than anticipated 7 /0  18/0 0/8 0/41 20/63 40/163
4.3 Disappointing 72/0  50 /0 0/44 0/4.5 40/18 20/163
4.4 Didn’t know what to expect 0/0 0 /0 0/8 0/14 9/18 13/5/163
Bovs Girls
B C A B C
27 6 38 3 5 .5 1 2 .5
27 19 26 .5 3 2 .5 41
38 34 38 9 3 4
5 .5 19 1 2 14 .5 0
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Per-Çentaqe data from Question 7: interest and eniovmpnt from TVEI work
7.1 Great deal 7.2 Sometimes depending on topic
B C
m
Percentage figures
7.1 Great deal of enjoyment 
7J2 Depends on topic 
7 3  Occasional/Infrequent 
7.4 Not at all/ very little
We stpoint lorviile ùiapton SL
A B C A B C A B
35 41 0 32 59 50 57 58
40 13.5 235 52 365 405 24 24
10 135 29 12 45 3 5 12
IS 32 47 4 0 6 14 4
7.3 Occasional/ Infrequent 7.4 Not at all/ 
very little
A B C A B C B C A B C
Bovs Giris
' A B C A B C
7 .1  Great deal of enjoyment 3 3 5 6 0 4 7 51 5 0
7 .2  D epends on topic 3 7 1 2 2 3 . 5 4 1 . 5 3 9 4 0 . 5
7 . 3  O ccasion al/ Infrequent 1 0 1 2 2 9 8 9 3
7 .4  Not at all/ very little 20 2.3 .5 4 7 3 0 6
Westpoint Torville Clapton St.
A B A B A B
Great deal of enjoyment 3 5 / 0 4 1 / 0 0/32 0 / 5 9 30/82 77/36.5
D epends on topic 40 / 0 13.5/0 0/52 0/36.5 30/18 7.5/45.5
O ccasion al/ infrequent 10 / 0 13.5/0 0/12 0/4 .5 10/0 7.5/18
7.1
7.2
7.3
TVEI courses. One student referred to the ‘Pre-voc’ programme as a  ‘*bitofa 
let do w n r , not as another had been led to expect “a  great new theme”.
By contrast the highest response from the other two schools was 14 p.c., 
registered in the Clapton Street second student sample. Over their 
samples, the average Torville return was 3.5 p.c. and that for Clapton 
Street, 9 p.c. The average overall Westpolnt return was 31.5 p.c. 
approximately, nearly a third of its students questioned .
Overall figures show girls as being generally better disposed towards TVEI 
in the first student sample but boys made significantly higher responses in 
the second sample due to a large Clapton Street boys’ return.
In general, students reacted more strongly to course content than to process. 
The reaction to content across the three schools was mixed. If anything, 
Torville students were most favourably disposed to content in the Pre-voc 
programme while those at the other two schools reacted more favourably 
in the first, more ‘traditional’ sample. The trend was broadly replicated in 
girls’ and boys’ reactions, both in the single sex and mixed schools, (see 
above)
Students at all three schools welcomed the opportunity to apply various 
technological p rocesses but there w as considerable variation in calls for 
change of content and this was was most marked in the ‘Pre-voc’ samples. 
Perhaps more Important, ‘Pre-voc’ students at Westpoint, and to a  lesser 
degree elsewhere, questioned the structure of the programme. The 
interconnectedness of the modules and the point to their activities were not 
readily appreciated by a significant number of students, (see Section 3.3.5)
Calls for a  change in learning process on the other hand fell away at both 
Westpolnt and Clapton Street with the advent of ‘Pre-voc’; significantly 
so for the former. At Westpolnt the average across the two ‘Pre-voc’ student 
sam ples was 25.5 p.c., less than half that for the first sample (52.5 p.c.). The 
trend in the Torville figures is less readily explained. There w as a  slight 
percentage rise (5 p.c.) for Westpolnt students in the third sam ple but this 
does not compare with the relatively steep rise in the corresponding 
Torville returns. There the figure had previously been stable at a  relatively 
low 17.5 p.c. for the first two samples only to rise steeply to 41 p.c. in the third 
one. The trend is not replicated in responses to other questions. There were 
however more student comments here about being left to “battle it out”* on 
their own and “loose teaching” ; and less of those that typified the first 
sample concerning the value of group work and being treated in a  more 
adult fashion. Indeed some Torville students in the third sample referred to 
group work ‘pressure’. Within this sample there is a significant sense  of 
being misled in ‘taster’ experiences a s  to the ‘technical’ and ‘vocational’ 
elements of the programme, several students believing this was 
synonymous with vocational training or a much greater degree of work on 
computers.
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—; 12.1 Call for c h a n g e s  in content : 12.2 Call for c h a n g e s  in p ro c e s s
Percentage data from Question 12.
How students would change their TVEI
Note: The responses have been categorised in two main ways.
12 .1-12 .2  General (as above): calls for changes to content or process
12.3- 12.8 Significant specific responses under the following headings 
C on ten t:
12.9
P ro c ess :
Q 'more interesting/ relevant’
□ more time/ less modules’
□ more out of school work’
□ 'less written work’
□ 'more practical work’
□ more teacher help
No change’ responses.
All calculations relate to percentage responses except 'No change’ which 
relates to overall student numbers.
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1Z3 Mort Inttrtating and 
relevant material
12.4 More time on modules/ 
lees modules
n I n
E
B C A B C  A B C A B  C
12.5 More 'out of school* | 12.6 Less written wori 12.7 More practical 4ork. 
work *
B C A B C A B C  A B C B C A B C
12.8 More teacher help p-i 12.9 No change
B C A B C A C A B C
inQ
P e r c e n t a g e  f ig u re s
Westpoi nt Torville Clapton St.
A B C A B C A B
12.1 Changes in conten t 42 635 50 80 52 455 52 æ
12.2 C hanges in p r o c e ss 525 23 28 175 175 41 335 23
12.3 More relevant/ interesting material 5 0 22 175 85 45 11 31
12.4 More time on m odules/ le ss  m odules 0 365 3 17 22 9 11 75
12.5 More 'out of school* work 16 45 125 225 13 0 15 4
12.5 L ess written work 185 135 95 0 0 18 0 0
12.7 More practical work 75 45 125 75 175 9 75 75
12.8 More teacher help 16 45 0 75 0 45 185 115
12.9 No change 0 135 9 4 27 95 19 75
Bovs Girts
A B 0 A B C
12.1 Content changes 4 7 71 .5 50 69 5 3 4 5 .5
12 ,2 Process changes 47 17 28 24 25 41
12 .3 Materials 8 .5 1 .5 22 1 4 1 6 .5 4 .5
12 .4 M odules 0 28.5 3 7 14 9
12 .5 'Out of school* 19 6 12 .5 17 8 .5 0
12 .6 Less written work 1 5 8 .5 9 .5 0 0 1 8
12 .7 More practical work 6 .5 3 12 .5 8 .5 16 .5 9
12 .8 More teacher help 17 6 0 1 0 .5 5 .5 4 .5
12 .9 No change 2 .5 11 9 1 1 20 .5 9 .5
Westpoint Torviiie Clapton St.
12.1
12.2
Content changes 
Process changes
A
42/0
52.5/0
B
63.5/0
23/0
A
0/80
0/17.5
B
0/52
0/17.5
A
67/44.5
22/39
B
84.5/54
7.5/38.5
12.3
12.4
12.5
Materials 
M odules 
'Out of school*
5/0 
. 0 /0  
16/0
0/0
36.5/0
4.5/0
0/17.5
0/17
0/22.5
0/8.5
0/22
0/13
22/5.5 31/31 
0/16.5 15 .5 /0  
33.5/5.5 7.5/0
12.6
12.7
12.8
Less written work 
More practical work 
More teacher help
18.5/0
7.5/0
16/0
13.5/0
4.5/0
4.5/0
0/0
0/7.5
0/7.5
0/0
0/7.5
0/0
0/0
0/11
22/16.5
0/0
0/15.5
7.5/7.S
12.9 No change 0/0 13/.5/0 0/4 0/27 10/27.5 6.5/8.5
Clapton Street students also generally valued teaching approaches that 
treated them as young adults. If anything, the comments of their ‘Pre-voc’ 
sample were less enthusiastic than those from the previous one.
Calls for specific changes were localised and did not form a  distinct pattern 
within institutional samples. For instance, students demanding less written 
work do not appear to have been the sam e ones calling for fewer modules. 
Westpoint students were often most pronounced in their criticisms of 
heavy work loads but Torville and Clapton Street also complained of the 
pressure caused  by assignment deadlines. Some Westpoint students in 
the first sample called for differentiation of tasks to meet the range of 
abilities in their groups.
In the first student sample there was a  uniform response calling for more 
practical work (7.5 p.c. in each school); but in the only comparable ‘Pre-voc’ 
sample, the call rose for Westpoint and Torviiie, remaining stable for 
Clapton Street. In the first two sam ples, more girls requested practical 
work than boys but the trend was reversed in the third sample. The highest 
return of all was 16.5 p.c. for girls in the second sample. The value that boys 
placed on practical work was borne out both in their additional comm ents on 
the questionnaire and at interview but in the second sample it was referred 
to less and with som e occasional contempt as being ‘low level’ stuff.
More boys than girls called for more ‘off site ‘ experiences although this 
was most marked in the third student sample.
At both Westpoint and Clapton Street there was a significant call for 
more teacher help in the first student sample with returns of 16 p.c. and 18.5 
p.c. respectively. ‘Pre-voc’ brought a  sharp decline in that dem and at 
Westpolnt but a  less marked one at Clapton Street. This dem and was 
never much in evidence in the Torville returns and if anything, becam e less 
marked with the advent of ‘Pre-voc’. Boys’ returns predominated in this 
category but would have hardly warranted a  mention had they not appeared 
to contradict adverse comments about lack of teacher support elsewhere on 
the questionnaire. The relatively low returns in the third Westpoint student 
sample appear to be not so much a  sign of consumer satisfaction a s  lofty 
disdain for what many regarded as a  lost cause!
The comments of Westpoint students on the teaching approach often 
contrasted starkly with comments from students at the other two schools. 
Generally speaking, there were numerous favourable comments at both 
Torville and Clapton Street about what many students recognised to be 
a  facilitative and supportive teaching approach. It appeared to embody 
respect for them as people; to allow them to express their ideas without 
fear of ‘put down’ and to develop their creativity. Yet several Clapton 
Street students looked for more of what they called ‘real teaching’.
Many Westpoint students would have agreed for they saw the prevalent 
teaching approach as one that sm acked of disorganisation, incom petence
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and a  poor grasp of the subject matter. Such comments were most 
pronounced in the third student sample but by no means restricted to it.
To some extent the students were justified in feeling let down by their 
teachers. It is clear that there were uncertainties about course delivery with 
the ‘Pre-voc’ programme which led to missed work having to be copied up; 
and very little explanation of the assessm ent criteria. Evidence of this was 
brought out in discussions with teachers and advisory staff. It would also • 
appear that many W estpoint staff were coming from a  baseline further back 
than those at the other two schools in terms of teaching and learning styles. 
They had been unclear as to the degree of autonomy to give the students 
and the students had been unused to the self-discipline required of ‘freeri 
teaching and learning approaches. Conscientious students were 
particularly annoyed at being held back by those who disrupted classes. The 
upshot was disillusionment and frustration for many on both sides of the 
‘learning partnership’. That attitude was no better epitomised than in the 
unsolicited comments of the Technology teacher at W estpoint when the 
first questionnaire was issued, (see also Sections 3.3.6 and 3.4.3)
The following comments by a  C lapton S treet student, Mark Elton, aptly 
summarise what students seeking ‘real teaching’ were looking for. In 
conversation, Mark attempted to define the term ‘real teaching’ :
Taking the pupils more...because I find nowadays that with these computers 
and that, I find teaching a lot more lazy compared with my old school... Now 
teachers don't have, you know, a proper approach....it was just kind of 
'Here’s a sheet. Do that.’ We didn’t really get taught.”
He felt that in more traditional subjects such as Geography and Physics he 
received more direct help from the teacher.
Returns for ‘No change’ need to be treated cautiously. They cannot be seen 
simply as an indicator of student satisfaction with their programmes. For 
instance the gap between the Clapton S tree t figure of 19 p.c. and that for 
Torville of 4 p.c. in the first student sample is too great in the light of student 
responses elsewhere. By the same light, the gap of only 0.5 p.c. between 
W estpo in t and Torviiie responses in the third sample appears too narrow.
The W estpoin t figures are far too low given the comments made by the 
students elsewhere. Suffice to say then that the highest student returns 
were at C lapton S treet in the first student sample and at Torville in the 
other two sam ples; that the ‘Pre-voc’ course appears to have been less 
popular than its antecedent at C lapton S treet and that the second group 
of ‘Pre-voc’ students at Torville reacted less favourably to the programme 
than the first group. ‘No change’ returns were consistently higher for boys.
(based on Questionnaire responses and comments 4, 7 and 12; 
and student Interviews)
3 .3 .4  W hat s tu d e n ts  learned  and  w hat they  found  in te re s tin g .
Students from the three schools highlighted a number of a reas in which they 
particularly felt they had developed their skills, knowledge, understanding 
and general aw areness. There are few readily apparent overall patterns of 
skill development but a  notably greater degree of consistency among the 
Torviiie students than at the other schools.
The areas of development identified might broadly be categorised as:
□ Interpersonal skills
□ Skills of organisation
□ Knowledge, understanding and technical skills
In te rp e rso n a l sk ills
P r e s e n ta t io n :  featured significantly in the second student sam ple at
W estpoint (23 p.c.) and C lapton S tree t (22 p.c.); and 
in the first student sample at Torville Academ y (12 p.c.). The major 
impetus to skill development in this area appears to have been the 
‘Pre-voc’ programme. There was no overall pattern of predominance of 
boys or girls.
E n te rp r is e :  more regularly referred to in the student interviews a s  a
highlight of the ‘Pre-voc’ programme but less so in the 
Questionnaire responses. The greatest consistency of response cam e from 
Torvlllp students. The joint highest response from any student sample was 
for W estp o in t and Torville students in the second sample with an 18 p.c. 
return. In general, girls seem  to have referred more to the development of 
this skill than boys.
G roup w ork: the skill most consistently referred to. In the three
Torville sam ples, student returns were 36 p.c., 27 p.c. 
and 34 p.c. respectively and at C lapton S tree t, 33 p.c. and 18.5 p.c. The 
W estpo in t figures follow a less clear pattern but were highest, at 23 p.c., in 
the first sample. Girls made consistently higher returns than boys. Only in 
the second sample were the two virtually on a  par.
P rob lem  so lv in g : the returns in the first C lapton S tree t sample,
particularly from the girls, serve to distort the overall 
pattern. The figure of 57 p.c. here was 44.5 p.c. higher than the next most 
marked return, that for Torville in the third sample. (That represented a  91 
p.c. return by C lapton S tree t girls!)
It is difficult to discern clear trends over the three student sam ples. T o rv ille  
returns were greater in the two ‘Pre-voc’ student sam ples but the other 
schools were equally well represented in the first sample too. There was no 
consistency to girls’ and boys’ returns overall.
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Self discipline and initiative: Torviiie figures were remarkably
consistent across the three samples, 
averaging 22 p.c. Westpoint figures varied considerably, peaking at 27 p.c. 
in the second student sample but dipping as low as 6 p.c. in the third 
sample. Clapton Street returns were distorted in the sam e way as those 
for ‘Problem solving' with a  91 p.c. girls’ response in the first sample. Clearly 
that gave a  heavy majority of girls’ responses in the first student sample 
but girls also predominated in the third sample. Only in the second sample 
were girls’ and boys’ returns broadly on a par. ' ♦
Skills of organisation
Within this category the vast majority of returns were marginal. Perhaps this 
is surprising given the comments by students on other questions and at 
interview.
Save for figures of 14 p.c. and 18 p.c. in the second student sample at 
Westpoint and Torville respectively there were very few returns 
concerning planning activities. The highest return concerning the 
organisation of surveys cam e from the second Clapton Street sam ple  
and at 11 p.c., this was 5 p.c greater than the next highest return. The 
returns on evaluation skills never exceeded the 5 p.c. recorded by the 
first Clapton Street sample.
The only relatively significant return in this category concerned meeting 
deadlines. For a  school whose students placed strong em phasis on the 
stress caused  by assignment deadlines, it is perhaps not unexpected that 
Torviiie Academy made the highest returns, peaking at 23 p.c. in the 
second student sample. Girls’ returns in this area never fell below 14 p.c, 
and peaked at an overall average of 19 p.c. while boys’ returns never rose 
above 7.5 p.c.
Knowledge, understanding, technical skills
Business understanding: the most significant and consistent return in
this area came from the Torville students 
but even here there was a  pronounced variation across the three student 
sam ples with figures of 44 p.c., 23 p.c. and 31 p.c. respectively. There was a 
nil return from students in the first Clapton Street sample which probably 
stemmed from the kinds of.courses most were on. The second sample 
registered at 22 p.c. The Westpoint figures show a  steady decline from the 
first student sample, of which a  significant number were on the BIS course, 
through to the second of the ‘Pre-voc’ samples. The returns were 27.5 p.c., 
23 p.c. and 3 p.c. respectively.
The consistency of returns from the first ‘Pre-voc’ student cohort in the 
second sample is interesting. Within that sample the boys’ returns were 
significantly higher than the girls’ at 27 p.c. but over the three samples, the 
girls had an average return of just over 26 p.c. compared with under 20 p.c.
for the boys.
Community and Health awareness: the Torviiie returns were
consistently highest, peaking at 
25 p.c. in the third sample, whereas no more than 6 p.c. of any sample of 
Westpoint TVEI students made a  return in this category. The first Clapton 
Street student sample made a return of 6 p.c. but the second one was 
higher at 15 p.c. Perhaps this was surprising given that many of the first 
sample cam e from the 5M0D course. In each sample, girls’ figures never 
fell below 14 p.c. and significantly outstripped those for boys.
Technological understanding: most significantly the highest returns
were 24 p.c. for both Westpoint and 
Torviiie in the first student sample. In the second sample. Westpoint 
students made an 18 p.c. return but no other groups in either of the latter two 
sam ples exceeded 5 p.c. Boys’ returns here outstripped those for girls.
Information handling: in the first two student samples, Torville, with
returns of 36 p.c. and 41 p.c., led the way in this 
category followed by Clapton Street with Westpoint som e distance 
behind. In the third sample, the returns fell away dramatically so a s  to 
produce only marginal figures. Girls’ returns in the first two sam ples were 
higher at 36 p.c. and 33 p.c. respectively by comparison with 18 p.c. and 
19 p.c. Yet in the second student sample, representation of the first 
Torville ‘Pre-voc’ cohort with 41 p.c. returns far outstripped that of the 
Clapton Street girls with 16.5 p.c.
Various other elements of skills, knowledge and understanding were 
registered in a  sporadic manner and formed no consistently significant 
pattern over the student samplesV The relatively narrow range of categories 
commented on in any depth is perhaps disappointing. Given the aims of 
TVEI, and particularly the ‘Pre-voc’ programme, it might have been expected 
that there would be higher returns for word processing, project writing 
skills or electronics to name but three. Even those commented on in some 
depth were with notable exceptions, less in evidence than one might have 
expected from looking at student comments in the ‘margin’ of the 
questionnaires or at interview.
Finally, there seem s to have been a  strong correlation between gender and 
particular vocational areas despite what the programme was trying to 
achieve to broaden everyone’s career outlook. Boys still appeared to shine 
in ‘hard’ Technology and girls in the business-related areas for instance.
The Torville girl who opted for Technology at Westpoint in order to “..get 
away from domestic subjects” was a  significant exception.
The very poor response on careers awareness to Question 9 on the
Questionnaire was disappointing in light of one of a  major aims of the TVEI 
schem e. When asked to comment more directly on this area  in response to 
Question 10, the returns were somewhat more positive, at least in the first
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two student samples.
The above table shows that students in the first two samples were more 
ready to concede that their TVEI courses had influenced their career ideas in 
som e ways than the third sample representing the second ‘Pre-voc’ cohort. 
The returns from Torville A cadem y were consistently the highest, peaking 
at 59 p.c. in the second sample having registered 44 p.c. in the first one. 
There followed a  dramatic decline to 19 p.c. in the third. In the two relevant 
sam ples, W estp o in t students registered the higher returns with relatively 
stable figures averaging 35 p.c. as opposed to the relatively stable returns 
from Clapton S tree t averaging just over 27 p.c. Girls’ returns were 
consistently the higher, averaging nearly 44 p.c. over the first two samples 
by comparison with an average of 30.5 p.c. for the boys.
Taking into account other comments on the Questionnaire, few students 
across the three schools conceded that they had been specifically 
influenced a s  to their career decisions by TVEI courses. If anything the 
minority who conceded some specific influence were most heavily 
represented in the first student sample rather than the two ‘Pre-voc’ 
ones. Whilst the W estpoint students were less gracious in their comments 
about TVEI in this respect, it seem s that students across the schools saw the 
‘Pre-voc’ programme as giving them broad-based skills, knowledge and 
understanding (exactly as the title suggests ‘Pre-vocational’) rather than 
specific vocational training or information. Indeed som e students 
complained of that fact for they had been led to believe by ‘taster’ 
experiences that there would be an opportunity for specific vocational 
exploration or skill development or both.
Of the students interviewed, very few felt it had influenced their choice of 
career, a  number having made up their mind prior to the course. On the 
other hand, several had been caused to change their original choice as a 
result of being involved in TVEI activities, most particularly work experience. 
However interviewees, most particularly at Torville and C lap ton  S tree t, 
placed greater stress on the range of skills developed that they felt would 
help them in a  chosen career. There was emphasis on greater self- 
confidence, better skills of communication, teamwork and greater facility with 
practical projects. More specific elements such as a better understanding of 
business and the wider community and an interest in public relations were 
also cited.
The responses to Question 11 have already been examined earlier in 
Section 3.3.2. It bears repeating that the first C lapton S tree t sample 
responded most favourably to the TVEI courses on offer prior to ‘Pre-voc’ but 
that T orville A cadem y students, most notably those within the first ‘Pre- 
voc’cohort, gave the most positive response to that programme. It would 
certainly appear from this and associated responses that the ‘Pre-voc’ 
programme w as less popular than its modular precursor at C lapton 
S tre e t .
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Percentage data from Question 9.
Main things students felt they had learned from their TVEI work
Note: the various responses have been placed into loosely generic 
g roups.
Only responses with a 30 p.c. incidence of returns over 
10 p.c. are represented graphically.
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9.1.1 Presentation skills 9.1.2 Enterprise 9.1.3 Group work
9.1 Interpersonal Skills
9.1.5 Self discipline and 
initiative
9.1.4 Problem solving
l l 7
9.2.1 Planning activities’ 9.2.2 Meeting deadlines
9.2 Skills Of organisation
A B C A B C  A B C A B C  
Other observations
Only pereentaoe figures to exceed 10 P.c.
9.2.3 Organising surveys
Sample B: Clapton S t  11 p.c.
9.2.4 Evaluation
no Hgur9 axceedetf 5 p.c. Clspton SL n tu m  In Sampfe A.
;
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8.3.1 Business understanding Î 9.3.2 Community and Health awareness
y^vwvsrkvwsvwwww*!
9.3 Knowledge, understanding 
technical skills
1
i 1§Tl
L J 1I m lk M
B C A B C A
9.3.3 Technological understanding
A _ B
9.3.4
information 
handling 
skills^
ÜL
B A B CA B C A B
Other, .Qbservjatlons-
Onfv percentage figures to exceed 10 p.c.
9.3.5 Writing proiects 
no figuré exceeded 9.5 p.c. Clapton Street return In Sample A
Sample A: 
Sample B:
9.3.6 Word processing/ typing
Torville. 44 p.c.
Torville 27 p.c.
9.3.7 Audio visual techniques
no figure exceeded 4.5 p.c. for both Westpolnt and Torville In
Sample B
9.3.8 Electronics '
no figure exceeded 4 p.c. for Torville In Sample A
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Sample B: 
Sample C:
9.3.9 Design and Media A wareness
Westpolnt, 18 p.c.
Torville, 31 p.c.
9.3.10 Awareness of careers and the world of work 
Sample A: Clapton Street, 23 p.c.
9.3.11 Environmental Awareness 
no figure exceeded 4 p.c. for Clapton Street in Sample B.
Percentage figures
9 .1 .1  Presentation Skills
9 .1 .2  Enterprise
9 .1 .3  Group work
9 .1 .4  Problem solving
9 .1 .5  Self discipline/ 
Initiative
Westpoint Torville Clapton St.
A B 0 A B 0 A B
3 23 9 1 2 4 .5 9 5 22
3 18 0 1 6 18 1 6 1 4 7
3 2 3 6 36 27 3 4 3 3 18.5
7 9 0 12 0 12 .5 5 7 11
10 27 6 20 23 22 5 7 7
j
9.1.1 Presentation skills
9.1.2 E nterprise
9.1.3 Group work
9.1.4 Problem solving
9.1.5 Self discipline/
Initiative
Bovs Girls
A B 0 A B C
2.5  
5
5
10.5  
13
27 
1 6 
2 .5  
1 1 
1 9
9
0
6
0
6
11
16 .5
42
36
42
6 
1 2
2 3 .5  
3
17 .5
9 
1 6 
34  
12 .5  
2
W estpolnt Torville Clapton St.
A B A B A B
9.1.1 Presentation skills 3/0 23/0 0/12 0 /4 .5 0 /9 33.5/8.5
9.1.2 Enterprise 8/0 18/0 0/16 0 /18 10 /18  13.5/0
9.1.3 Group work 3/0 23/0 0/36 0/27 10/54.5 20/16.5
9.1.4 Problem solving 7/0 9 /0 0/12 0 /0 20/91 13.5/8
9.1.5 Self-dlsclpllne/ 10/0 27/0 0/20 0 /23 20/91 6.5/8.5
Initiative
9.2.1 Planning activities
9.2.2 Meeting deadlines
Westpolnt Torville Clapton St.
A B C A B 6 A B
3 14 0 0 1 8 3 1 4 0
7 9 0 1 2 23 19 14 4
9.2.1 Planning activities
9.2.2 Meeting deadlines
ÈOYS Girls
A B C A B C
5
7 .5
é
5 .5
0
0
5 .5  
1 4
1 2 
17 .5
3
19
9.2.1 Planning activities
8.2.2 Meeting deadlines
W estpolnt 
A B
Torville Clapton St. 
A B A B
3/0  14/0 
7 /0  9/0
0 /0  0 /18  10 /18  0/0 
0 /12  0 /23  10 /18  0/8.5
Westpolnt Torville Clapton St.
A B C A B C A B
9.3.1 Business understanding 27 .5 28 3 44 23 31 0 22
9.3.2 Community and Health 3 4 .5 6 1 2 9 25 9 .5 1 5
9.3.3 Technological und’stdg 24 1 8 6 24 4 .5 3 5 4
9.3.4 Information Handling 17 1 8 0 36 41 3 29 18.!
9.3.1 Business understanding
9.3.2 Community and Health
9.3.3 Technological und'stdg
9.3.4 Information Handling
20 .5
2 .5
2 0 .5  
18
Bovs Girls
B
27 
5 .5  
1 1 
19
3 0 .5  
14
16 .5  
3 6
B
1 7 .5
1 4 .5  
6
3 3
31
25
3
3
W estpolnt Torville Clapton St.
A B A B A B
9.3.1 Business understanding 27.5/0 23/0 0/44 0 /23 0 /0 33.5/8.5
9.3.2 Community and Health 3 /0  4 .5 /0 0/12 0 /9 0 /18 6.5/25
9.3.3 Technological und'stdg 24 /0  18/0 0/24 0 /4 .5 10/0 0/8.5
9.3.4 Information Handling 17/0  18 /0 0/36 0/41 20/36.5 20/16.5
l2l
Percentage data from Question 10.
L i
A B
^0. Students who felt TVEI 
had given them specific 
or general career ideas.
c A B C: '
Wsstpoint Torvills Clapton S t
A B C A B C A L®
34.5 36 3 44 59 19 28.5 26
Bovs Girls
A B C A B C A B C A B c A B
31 30 3 IIA 46 19 345/0 36/0 3J0 QM4 OÆO W19 20065 135035
;
Girls consistently gave more positive responses as to finding learning more 
interesting on TVEI programmes than boys; and at a  significantly higher 
level. The first two samples brought returns of 53 p.c. and 64.5 p.c. 
respectively by comparison with boys’ responses of 3.5 p.c. and 40.5 p.c. For 
the third sample there was a  steep decline in the girls’ returns and a 
narrowing of the gap to figures of 25 p.c. and 23.5 p.c. respectively.
Responses to finding content more interesting form something of a  contrast. 
Overall returns were much lower.with the highest return (W estpoint, 
second sample, 9 p.c.) in the ‘Pre-voc’ student samples being lower than the 
worst return in the first sample (Clapton St., 9.5 p.c.). Girls responded more 
positively to content in the first student sample but on this particular 
evidence, boys had a more positive response to the content of ‘Pre-voc’.
In terms of registering little significant difference in interest, the Torvllle 
returns declined over the student samples from 20 p.c. to 9.5 p.c. while the 
C lapton S tree t returns over the first two sample were relatively stable at 
an average of 10.5 p.c. approximately. The W estpoint trends were less 
straightforward. Girls’ returns were higher in the first and third student 
sam ples but not the second sample.
In terms of responses to the Questionnaire, it is clear that in the first sample 
the W estpo in t students, and to a  lesser degree those from Torvllle, were 
finding their courses beginning to ‘drag’ as they neared completion with 
som e accompanying complaints about the volume of copied work and 
heavy reliance on worksheets. To some extent these comments were 
mirrored by the second student sample after a  year or so of the ‘Pre-voc’ 
programme. Torvllle students in particular seem ed to find it difficult to 
engage with the right pace in self-directed work.
Of the student samples which had ‘Pre-voc’ as part of their programme it is 
almost impossible at times, even with interview responses, to separate their 
opinions a s  to the general TVEI programme from their responses to the 
specifically modular element.
An examination of the different reactions to teaching approaches is covered 
by Section 3.3.3 with W estpoin t generally finding them less congenial 
than the other institutions. However students both from there and Torvllle 
commented favourably about continuous assessm ent replacing end of 
course exams. ,
There w as a  striking similarity between students’ comments on the 
Questionnaire and at interview as to what they thought they had learned 
through TVEI.
When asked to remark on what it had learned , the first W estpo in t student 
sample tended to focus on specific elements of knowledge particularly in 
Technology related areas such as design technology, I.T. and business. 
However they did also comment on the degree of learning autonomy they
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There were also occasional individual reasons suggested for liking the course 
programme but all returns were very marginal with the exception o f approx. 18 p.c. 
o f the third W estp o in t student sam ple which subm itted that it liked the course /essj 
because it did not se e  the relevance o f ‘Pre~voc\ Other suggestions m ade in very 
sm all numbers concerned liking TVEI more than the remainder o f school work 
because it was coursework a ssessed  or seem ed  more relevant; or less because  
teachers'appeared unplear as to what they were doing. The responses m entioned  
were fairly evenly distributed across the schools but largely in the second and third 
student sam ples.__________________________________________________
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had and the opportunity to engage in group work. The second sample also 
reflected on these latter aspects as well as the benefits from enterprise 
activities but it referred less to content.
As one student in 5PV1 commented:
“/ have learned to solve hard problems, working on my own and as a team. "
The third sample made some reference to personal initiative, group work 
and the development of specific practical skills.
Torville student sam ples tended to give greater emphasis to the process 
based elements in their programmes with similar elements identified to 
those mentioned by the Westpoint students - personal autonomy and 
flexibility; group work and, the opportunity to be enterprising. A typical 
student response was:
“/ have learnt to handle different situations. I have learnt to be independent 
and to meet deadlines; also dealing with stressful conditions and criticism”.
Clapton Street students also valued these elements in their programmes 
but some queried the value of groups in generating a  purposeful learning 
atmosphere. One student expressed it as spending too much time in 
discussion and too little in “getting on with it” . Another felt that it was very 
difficult to a sse ss  one's individual contribution in a  group.
Clapton Street students also emphasised the real world contexts in 
which they could develop their skills. If anything they referred more to the 
role of computers and the opportunity to present their ideas; and they placed 
greater em phasis on structured approaches to investigative projects and 
information retrieval. A number referred to their learning having helped 
them become more flexible or adaptable in their approach to situations .
Many had an ambivalent attitude to the modular content of the ‘Pre-voc’ 
programme but most saw some value to it. However, in common with a 
number of Torville students, some at Clapton Street felt they had been 
misled a s  to the purpose and content of ‘Pre-voc’ and had sought something 
more vocationally focused. If anything the Clapton Street students had 
given more thought than those at Torville Academy to the specific skills 
they had developed, although this was not borne out in their responses as to 
how the TVEI programme had prepared them for future careers.
Of the comments across the schools that dismissed TVEI out of hand was 
one by a  Clapton Street student who disliked having to return to what he 
described as  the manner he had worked in at primary school. Such a  
comment like a  number from the students contained unconscious irony. Two 
of the Westpoint teachers were indeed to comment at their interviews that 
TVEI was about returning to good primary school practice in teaching and 
learning.
(based on Questionnaire responses 4,8,9,11 and comments; and 
interviews with members of the first *Pre-voc* cohort)
3 .3 .5  Students’ expectations and satisfaction
The students who opted for the course on the grounds that it represented a 
fresh in te re s t (ref.5.1) were most prevalent in the C lapton S tree t 
sam ples and the second W estpoint sample (i.e. first of the groups opting 
for ‘Pre-voc’). Overall Torville student returns here were most consistent, 
averaging 14.5 p.c. Girls were in the majority in the first and third sam ples; 
boys in the second (i.e. the first of the ‘Pre-voc’ cohorts).
The notion of ‘fresh  in terest’ was fuelled by pre-course publicity and 
across the schools there were some caustic complaints a s  to how 
misleading it had often proven to be, ‘tasters’ in particular being seen  to give 
an over glamourised picture of the course. Of those students claiming to be 
influenced in opting for TVEI through a  ‘taster’ course or individual teacher 
advice the highest responses cam e from the Clapton S tree t student 
sample in the first cohort (19 p.c.) and the W estpoint sample in the second 
cohort (14 p.c.). Boys’ responses dominated in the first two cohorts; girls’ in 
the last one. A number of students interviewed revealed that they had not 
been thoroughly aware of what they had been opting for at the outset.
A member of Torvilie 4PV2 wrote:
“The course was never really explained to us properly so we didn’t know 
what to expect”
while another described taking a  chance in the hope that " they would be 
alright.”
L indsay  R o b e rts  talked of the manner in which students joined the first 
‘Pre-voc’ cohort at Torville, some believing that it was about technology 
or practical work; others, that it contained a great deal of computer work and 
others, that it had a heavy community studies bias. C lapton S tree t 
students gave a  similar story at interview with a  number hoping it would 
have a  strong careers bias. Ryan Brian and Andrew MoAndrew at 
W estpoin t had opted because teachers assured them it would be 
worthwhile, in the words of Ryan:
“..like a new thing, a good thing to try.. ”
Several students asked what had happened to the wide range of equipment 
promised them. Some commented that they had been pleasantly surprised 
by the greater degree of personal autonomy given them by the TVEI courses 
but even som e of those complained of the hard work associated with the 
completion of assignments. Concern for SEAC approval had certainly 
brought a  rigorous emphasis on written evidence and in turn several 
complaints from otherwise enthusiastic students both at Torville and * 
C lap ton  S tree t.
The most popular reason for opting in the first two student sam ples w as 
su b je c t con ten t with the two Torville returns (91 p.c.; 73 p.c.) yielding 
significantly higher responses than either W estpo in t or C lapton  S tree t
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but with only the first W estpoint return, at 24 p.c., dipping below 48 p.c. The 
Clapton S treet returns showed relative stability (48 p.c.; 52 p.c. 
respectively). There was a  dramatic fall off in the third student sample; not 
surprising at W estpoint where there was no freedom of choice for most 
students who were on the compulsory SPE programme.
Often as a  result of pre-course information, students had anticipated content 
would be in line with their projected career interests, with heavy em phases 
on technological skills at W estpoint, business at Torvilie and a  mixture of 
the two at C lapton Street. This was also linked to disappointment at the 
amount of work experience on offer. Sometimes students had gained a 
broad kind of vocational insight but for most it did not even amount to this.
There was thus resentment. For instance nearly half the students in the first 
W estpoint sample had opted for Electronics or BIS believing they would 
develop specific career skills for becoming electricians or electrical 
engineers, work in a  bank or setting up their own business. Their 
disappointment was summed up in the following comment:
“/ wanted to start a business when I was older so I thought doing BIS was a 
good idea. But all we’ve learnt is farming and steelworks. ”
A third reason for opting related to ‘Pre-voc’ being part of a  co u rse  
‘package’. The returns here were much lower except for the third 
Torville sample i.e. the second ‘Pre-voc’ cohort, (at 47 p.c.). However, 
student interviews of in the second sample do reveal this a s  a  major reason 
for taking the ‘Pre-voc’ course. Most did not opt for it on its own intrinsic 
merits. In the first two samples, girls’ and boys’ responses were on a  par but 
not surprisingly girls’ figures were far in excess in the third sample
(based on Questionnaire response  5. Student in terviews)
The following main trends bear repeating here:
□  across the three cohorts, the second W estpoin t and Tcrviile 
sam ples responded most that TVEI had lived up to their expectations 
but for Clapton S treet it was the first, ‘non-Pre-voc’ sample;
□  programme satisfaction for W estpoint and Torville students 
declined markedly in the third student sample.
□  W estpo in t and Torville students in the first ‘Pre-voc’ cohort 
expressed significantly more satisfaction than those on the 
more ‘traditional’ TVEI programmes;
□  W estpoint percentage figures were consistently the highest in 
terms of student disappointment with TVEI;
□  more boys tended to be more disappointed than girls; more 
girls satisfied with TVEI course programmes than boys.
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An examination of the percentage student returns for those finding TVEI 
different from what they anticipated, either better or worse, suggests that at 
best only four in every ten students at any of the schools fully knew what to 
expect from their programmes; at worst, less than two in every ten. Torville 
students seem ed best prepared of any in the first two cohorts but only 
marginally if suppositions are based on percentage figures.
(based on Questionnaire response 4)
R esponses to Question 12, as mentioned earlier, indicate that many 
students wanted a change in process or content or both. Calls for a  change 
of process were most marked in the Westpoint non-’Pre-voc’ student 
sample (52.5 p.c.) and least in the first Torviiie ‘Pre-voc’ cohort (17.5 p.c.). 
Average returns in this category were 29 p.c. with more girls generally 
wanting a  change of process in the ‘Pre-voc’ programme; but the heavy 
returns from Clapton Street girls may have unduly distorted this figure.
Within responses to Question 9 only Westpoint students made 
significant calls for a  change of approach. The responses appear to 
contradict those for Question 12 because, with the exception of the first 
Pre-voc cohort, girls registered much greater satisfaction with TVEI 
approaches than boys. Around forty percentage points separate the two 
other se ts of returns. Even then the highest Clapton Street response 
cam e in the first, more traditional’ course sample.(57 p.c.) Torville returned 
the highest figures across the three samples at 60 p.c., 32 p.c. (joint with 
Westpoint) and 41 p.c. respectively.
Calls for a  change of approach were by no m eans universal at Westpoint.
A substantial minority of enthusiastic and conscientious students 
commented favourably on the new approaches to teaching and learning. 
Such a  response came through more strongly in the interviews. Graham 
McKnight remarked how much the ‘Pre-voc’ programme had done for his 
own self-esteem:
“It had its ups and downs but mainly its been good. / enjoy doing different
things Before doing this course I had no idea about an^hing...l couldn’t
even wire a plug, that’s how good I was at things like that.I’m quite proud of 
that (referring to a burglar alarm system he had produced). I ’ve never done 
anything like that before.”
His comments were not atypical.
A majority of students, however, most notably in the third sample, did not 
regard TVEI programmes as having the value of their other, more academic, 
study. This was borne out by the student who commented that many did not 
think ‘Pre-vocational Studies’ had the sam e status as their other GCSE’s.
A vocal minority of Torville students too could find fault with the approach, 
particularly the heavy dependence on written assignm ents and the 
pressures experienced through the deadlines set. A response from the
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third student sample captured the mood:
“There should be more emphasis on things that students do rather than on 
reports.”
Some C lapton S tree t students found old habits died hard. They regarded 
discussion as getting in the way of ‘proper’ learning and ‘real work’ and they 
looked to teachers to make a  greater didactic input. One 5M0D girl 
expressed it a s  wanting teachers to be in greater control of their matériel and 
to feed in information rather than place heavy reliance on worksheets. 
Another student from the 5BIS sample called for more work “where the 
teacher teaches”.
The first Torville ‘Pre-voc’ cohort registered the lowest call for a  change in 
course content and this stood at 45.5 p.c. Torville appeared most satisfied 
with content overall. On average, 57 p.c. of students in each sample overall 
wanted som e form of course content change but it is difficult to ascertain the 
varying degrees of change required. Only the Torville figures show any 
steady decline in this category; which is matched by girls’ overall. But there 
is no discernible pattern for boys’ returns. This trend was borne out in 
responses to Question 9 where the Torvllle figures for preferring TVEI 
content in the two ‘Pre-voc’ samples remain highest.
There was an almost universal call for change in the W estpo in t figures for 
the two ‘Pre-voc’ cohorts in Question 12. In responses to Question 9, 
W estpo in t students made the most pronounced call for content change in 
the first and third samples (24 p.c., 23 p.c. respectively) although the those 
at C lapton S tree t figured highest in the second sample with 21 p.c
Clapton S tree t responses on this topic were by no m eans uniform. In the 
first sample, a  significant number of students found the content valuable 
because it explored real world issues. Within the second sample there was a 
more mixed response. At the risk of over-simplification, it would appear that 
the ‘less able’ sector amongst those students found the teaching and 
learning approaches more congenial than content whereas the ‘more able’ 
element valued modular content more , particularly work experience and 
mini enterprise.
Overall, however, across the three schools it is difficult to ascertain a 
straightforward correlation between degree of interest and content. 
R esponses expressing conditional approval for TVEI based on variations in 
content and level of hard work were never in excess of 10 p.c. except in the 
return of the first Torville sample (12 p.c.). Girls’ responses here were 
marginally higher than for boys’ in each sample. Other responses 
suggesting reasons for disliking TVEI were rnarginal in number.
As noted, the returns advocating ‘No change’ should be treated with caution. 
Of the two ‘Pre-voc’ samples, the first Torville cohort registered most 
contentment with the way things were (27 p.c.) and of the first sample, 
C lapton S tree t students registered the highest degree of apparent
satisfaction (19 p.c.). Girls generally favoured maintaining the status quo 
more than boys.
In Question 9 the figures for students who thought their TVEI courses 
were on a  par with their other courses peaked in the first ‘Pre-voc’ sample for 
W estpoint (23 p.c.) and Clapton S tree t (26 p.c.) but the second ‘Pre-voc’ 
sam ple for Torville (26 p.c.). Boys’ returns were higher for the first and 
second student samples but girls’ for the third sample.
Details of specific requests for change appear under 3.3.3 but the following 
summary re-em phasises the main points:
□  only at Torville was there a  declining call for more interesting and 
relevant course content with, if anything, an upward trend elsewhere. 
That trend was mirrored in girls’ and boys’ responses respectively;
□  occasionally students called for less time pressure to complete work 
but the trend was highly localised and varied across courses. 
Significant numbers of W estp o in t and Torville ‘Pre-voc’ students 
found the written work a  heavy burden;
□  a  similar pattern is discernible in calls for a  more practical element to 
‘Pre-voc’;
□  figures suggest that more boys than girls wanted greater teacher help 
and direction. Figures for the second W estpo in t ‘Pre-voc’ sample 
may seriously underestimate the degree of ill-feeling caused by 
perceived lack of teacher interest.
Within student comments at interview , a  generally strong endorsem ent of 
mini enterprise is found across the three student samples. It evoked som e of 
the most enthusiastic descriptions of their achievements by the students, 
particularly those who were discovering they had particular practical skills 
for the first time.
Most of the Torville students interviewed regaled the researcher with 
fascinating and heart-warming stories concerning their particular projects, 
many of which had been targeted at the School Summer Fair. The projects 
varied from the manufacture of cuddly toys to the production of heart-shaped 
cushions; the founding of-a sandwich bar to the manufacture of clay pots.
The value of the Clapton S treet mini enterprise projects were best 
captured by Mary Bloxham whose animated description of the ‘S an ta’s 
Helpers’ Christmas Buffet was a highlight of the student interviews there:
“The whole class was sitting there giving their own ideas and it was your 
ideas, not the teacher’s. So when we got our ideas down we had., to go out 
and advertise it and learn everything about making a good business. It was 
really good. ”
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There were expressions of enthusiasm for other elements of the ‘Pre-voc’ 
programme but these were by no m eans as universal. Westpoint students 
were generally enthusiastic about the Technology module but Torvilie and 
Clapton Street students less so. Some of the latter felt that it exposed 
those who found difficulty with practical work and made them less self- 
confident. Torville students valued the Community module as did some at 
Clapton Street but the attitude at Westpoint was more ambivalent. The 
Design and Society module was generally well received at Torville but , 
fundamentally disliked at Westpoint and not much cared for at Clapton 
Street.
The comparisons could continue. The difference in student attitude hinged 
strongly on the actual subject content of the modules, the impact they had on 
the students in terms of apparent relevance and the manner in which the 
material had been brought together. Students were less appreciative, too, 
where they had had to rush to complete a  module. The correlation between 
interest in content and apparent level of student ability seem ed to bear out 
what was said about the divisions in the specific Clapton Street second 
sample referred to above.
It should be said that there were very few students across the three schools 
who did not find some element of the course content interesting. However, 
what the course designers might fondly have imagined would prove winning 
topics e.g. planning a  Spanish holiday for a  family of four; designing 
attractive food packaging, were disliked by students who failed to see  the 
relevance and wanted things like more practice on computers.
At interview,Helen Grace of Clapton Street, who reflected hard about 
her TVEI programme, encapsulated some of the confusion in her comment: 
*We did all this work on washing machines and we ended up making this aid 
for the elderly. I didn’t see the point of finding out about those other things. ”
Certainly a  number of students across the school sam ples failed to grasp a 
holistic picture of what the ‘Pre-voc’ course was trying to achieve. To many it 
seem ed a  discrete fragmentation of experiences rather than something 
contributing to an overarching and coherent tableau. There were frequent 
student complaints about ‘bittiness’.
Graham McKnight at Westpoint was one of the more positive students in 
his responses at interview but he complained of having no idea as to 
“..what the pieces mean” or how they fitted together.
The problem was sometimes compounded by the fact that the teachers 
appeared to lack a  grasp of their material or an overall vision of their own. 
Further it was not helped by the complexities, some might say mysteries, of 
the assessm ent system.
The lack of student clarity to the purpose of what they were doing could lead 
them to be airily dismissive of the programme as representing nothing more
than ‘common sense’, by no means a  benefit in their eyes.
(Questionnaire responses and comments 9,12. 
Student interviews)
No W estpoin t student in the first and third sam ples gave unconditional 
endorsem ent of TVEI; and it was in the second sample, i.e. from the first ‘Pre- 
voc’ group, that all schools returned their highest figures (W estpoint,
27 p.c.; T orville, 22.5 p.c. and C lap ton  S tre e t, 41 p.c.). In the first and 
third sam ples more girls than boys gave unconditional endorsem ent but this 
trend was reversed in the first ‘Pre-voc’ sample.
Conditional endorsement of TVEI stemmed from a  number of bases, the 
most common being the need of careful investigation of the implications and 
a  liking for ‘hard work’. This was bound up with the difficulties of continuous 
assessm ent and problems of catching up on work after absence.The highest 
returns cam e from the first student sam ples (W estpoint, 55 p.c.; Torville,
88 p.c. and C lapton S treet, 47.5 p.c.). In all sam ples Torville consistently 
had the highest returns in this category as did girls over boys.
More W estpoin t students in the first and third sam ples advised against 
opting for TVEI than for any other school (24 p.c.; 35.5 p.c.) with Clapton 
S tree t being highest in the second sample (15 p.c.) Boys returns 
dominated across all three samples. The third Westpoint sample was the 
most bitter in its comments, stressing that the course had been a  waste of 
time and warning potential recruits not to be ‘deluded’ by the teachers.
Only W estpo in t students made any significant claim not to give advice 
about opting for TVEI or to say that they did not know what advice to give.
(Questionnaire responses and comments, 13 
and student interviews)
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Percentage data fron Question 13.
13.1 Students giving TVEI unconditional 
endorsement
13.2 Students giving TVEI condition 
endorsement
A B C A B C C A B C
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13.3. Students advising against 
opting for TVEI.
13.4 Other advice/ observations 
Don't advise/don't know.
Westpoint: Sample A: 7
Sample B: 18
Sample 0: 14 . 5
Torvllle: Sample C: 6
(the remainder all 0 p.c.)
jffor other data see next page)
C A B O
13 . Advice to a potential TVEI 'recruit'
W estpoint Torvllle Clapton St.
A B C A B C A B
13.1 Unconditional 0 27 0 8 22.5 15.5 28.5 41
13.2 Conditional 55 36.5 26.5 88 73 34.5 47.5 41
13.3 Against 24 9 35.5 0 4.5 0 19 15
Boys Gilrls Westpoint Torvllle Clapton SL
A B C A B 0 A B A B A B
13.1 Unconditional 5 38 0 22 15.5 04) zno <V8 0/225 20/365 535/25
13.2 Conditional 54 35 26.5 75 65 34.5 554) 36.54) 0/88 0/73 50/45.5 335/54
13.3 Against 26 11 zss 3 9 0 0A4 019 010 0/45 309 135/165
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3.3 .6  Approaches to teaching and learning
It was noted in a  previous section (3.3.2) that a  significant number of 
students regarded changes in teaching and learning approaches as a  very 
important feature of their TVEI courses. This was common across all student 
sam ples and it varied across those samples as to whether more boys or girls 
commented on the fact. No one school featured consistently at the top of the 
list. The returns in all samples exceeded 60 p.c. and four of them were 75 
p.c. and above.
Students tended to place most emphasis on two aspects of their course 
programmes. The first might readily be described as a  m ore flexible and 
relaxed ap p ro ach  to  learning. Included in that category was more 
group discussion.
The level of returns varied across the schools according to student sample.
In the first and third samples, girls returns were in excess of 65 p.c. and boys, 
50 p.c. In the second student sample, representing the first ‘Pre-voc’ cohort, 
the boys’ returns were higher than the girls’ at 35 p.c. compared with 26.5 
p.c.
Students also commented on a  m ore flexible and  relaxed  approach  
to  teach ing . While the distribution of percentage returns did not match 
that for learning, there were nevertheless similarities. Girls made 
consistently higher returns across the three student sam ples with figures of 
38 p.c., 29.5 p.c. and 25 p.c. respectively, representing a  steady average of 
over 8 p.c. more. Yet the boys’ figures remained stable (ranging from 18 p.c. 
at lowest to 20.5 p.c. at highest) while the girls’ figures steadily declined. 
Perhaps the Torville girls’ influence in the latter sam ples had some bearing 
for other responses and comments suggest that the facilitative approach to 
teaching was becoming a  regular, and thus unremarkable, feature at that 
school.
Significant reference was made to group work. With the exception of 
W estpoint, returns for the second student sample, i.e. representatives of 
the first ‘Pre-voc’ cohort, were exceptionally high at 100 p.c. and 89 p.c. for 
Torville and C lapton S treet respectively. Torville made the highest 
returns in the other samples but the figures were much lower at 46 p.c., in 
the first sample, and 41 p.c. in the second. Girls’ responses were again 
consistently higher in this category. Much less emphasis was placed on 
group work as a  teaching approach to judge by responses to Question 2.
It can only be surmised that group work was seen more as an approach to 
learning than a  teaching strategy.
In Section 3.3.4 it was noted that group work along with the development of 
self discipline and initiative were the interpersonal skills that students placed 
greatest emphasis on.
A prominent feature of the responses to Question 3 was the heavy
Percentage data from Question 2:
main differences noted bv students In the wav TVEI courses were taught
»svwsvA%vw*AV.vwwv.r.v»>n
2.2 Differanc* in teacher/ student 
relationship.
2. Perceived differences In the way 
TVEI courses are taught
2.1 Emphasis on 
self directed 
work
2.3 Different teaching approach 2.4 More flexible and relaxed teaching 
approach.
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2.5 Emphasis on group work. 2.6 ‘Mora practical’/ less, academic work
2.7 Emphasis on meeting deadlines 2J8 No significant change perceived
Other observations
Onfv-percentage figures to exceed 10 o.c.
2.9 More pressure of work 
Sagipl# B: Westpoint 14 p.c. _______
2.10 Coverage of evervdav/ 'real Ilfe’Jop ics inc Careers 
Sample A: Clapton Street 22 p.c.
 GenerallY-mpre interesting
Sample B: Torvllle Academy 14 p.c.
Sample A:
2.12 Teachers unclear as to criteria 
Westpoint 14 p.c.; Torville Academy 14 p.c.
Percentage figures
Westpoint Torville Clapton St.
A B C A B C A B
2.1 Seif-directed work 1 7 23 27 32 27 59 48 22
2.2 Teacher/stud rel’ship 1 4 4 .5 20.5 1 6 1 8 31 1 4 0
2.3 Teaching approaches 3 4 .5 36 23.5 40 32 44 67 18.5
2.4 Fiexibie teaching 0 9 1 8 32 32 .2 5 4 3 30
2.5 Group work 0 4 .5 9 1 2 1 4 6 19 18.5
2.6 ‘Practical’ work 31 9 1 2 13 36 3 9 .5 41
2.7 Meeting deadlines 41 32 1 2 1 2 27 3 0 18.5
2.8 No change 9 27 1 8 20 4 .5 0 5 4
Bovs Girls
A B 0 A B C
2.1 Self-directed work 1 8 1 9 1 8 47 29 .5 5 9
2.2 Teacher/stud rel’ship 1 0 3 20 .5 20 .5 1 2 31
2.3 Teaching approaches 41 29.5 23 .5 53 26 .5 44
2.4 Flexible teaching 20 .5 19 1 8 38 29 .5 2 .5
2.5 Group work 2 .5 13.5 9 17 .5 1 2 6
2.6 ‘Practical’ work 25 .5 1 9 1 2 1 2 41 3
2.7 Meeting deadlines 31 24.5 1 2 9 26 .5 3
2.8 No change 7 .5 16 18 14 .5 6 0
W estpoint Torvilie Clapton St.
A B A B A B
2.1 Self-directed work 17/0 23/0 0/32 0/27 20/72.5 13.5/33.5
2.2 Teacher/stud rei’ship 14/0 4 .5 /0  0/16 0/18 0/27 0 /0
2.3 Teaching approaches 34.5/0 36/0 0/40 0/32 60/72.5 20/16.5
2.4 Flexible learning 0/0 9 /0 0/32 0/32 40/45.5 33.5/25
2.5 Group work 0/0 4 .5 /0  0/12 0/14 10/27.5 26.5/8.5
2.6 ‘Practical* work 31/0 9 /0 0/13 0/36 9/50 33.5/50
2.7 Meeting deadlines 41/0 32/0 0/12 0/27 0/0 13.5/25
2.8 No change 9 /0 27/0 0/20 0 /4 .5  10/0 0 /8 .5
Percentage figures
3.1. Flexible approach
3.2 Personal initlatlve/motivn
3.3 Group work
3.4 Project work
W estpoint. Torv lie Clapton St.
A B C A B C A B
48.5
3
21
24
41 
1 4 
36 
0
41
20.5
20.5 
3
65 
28 
28 
1 2
23
27
27
23
66
50
50
3
57  
43 
43 
1 4
66
18.5
18.5 
0
3.1 Flexible approach
3.2 Personal initiative/motivn
3.3 Group work
3.4 Project work
Bovs Girls
A B C A B C
46
7 .5
25 .5
20 .5
35 
1 6 
54 
0
41
20.5
20 .5  
3
67 .5  
41 
41
14 .5
2 6 .5
2 3 .5  
100
14 .5
66
50
41
8
w
W estoolnt Torvllle Claoton St.
A B A B A B
3.1 Flexible approach 48.5/0 41/0 0 /65 0/23 40/73 26.5/33.5
3.2 Personal initlative/motvn 3/0 14/0 0/28 0/27 20/63.5 20/16.5
3.3 Group work 21/0 36/0 0/44 0/100 40/27.5 80/10
3.4 Project work 24/0 0/0 0/12 0/23 10/18 0/0
Percentage data from Question 3: 
main__ditferences noted bv students 
in the wav they worked In TVEI
3.1 Flexible and  relaxed approach  
to  learn ing ; m ore d iscu ssio n
3.2 Heavy reliance on personal 
initiative and motivation
3. Differences in the way TVEI 
students work.
. ••V.WfcV.V* W.-.
B
100
4 Project rather than formal 
classwork
3.3 Emphasis on
group work
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Percentage data from Question 6: 
main TVEI teaching and learning approaches 
noted bv students
6.1 Own surveys 6.2 Group surveys
e.Predominant teaching and 
learning approaches.
6.3 Problem solving
I
6.4 Simulation/ role play
B B B
6.5 Personal 
Project
ï
M
6.6 ‘Games’
A B
I
C A B
6.8 Review/ Action Planning6.7 Visits
Pe.rgentaqe-ilflut:&s
W estpoint TorvI le Clapton St.
A B C A B C A B
6.1. Own surveys 7 40 1 5 20 32 28 2 4 33
6.2 Group surveys 3 32 9 44 68 31 76 48
6.3 Problem solving 31 77 29 68 68 69 62 44
6.4 Simulations 17 9 6 20 27 31 5 48
6.5 Personal Project 41 64 65 92 68 97 47 63
6.6 Games' 3 1 4 9 0 9 12 .5 5 15
6.7 Visits 0 1 8 6 24 32 31 62 41
6.8 Review 3 50 23.5 52 64 28 28 .5 48
Boys Girls
A B C A B C
6.1 Own surveys 5 30 1 5 20 41 28
6.2 Group surveys 23 40.5 9 53 59 31
6.3 Problem Solving 33.5 67.5 29 72 56 69
6.4 Simulations 15.5' 21.5 6 1 4 38 31
6.5 Personal Project 43.5 57 65 78 73 . 5 97
6.6 'Games’ 5 1 1 9 0 14. 5 12.5
6.7 Visits 10 24.5 6 42 38 31
6.8 Review 5 51.5 23 .5 50 56 28
W estpoint Torvllle Clapton St.
A B A B \ B
6.1 Own surveys 7/0 40/0 0/20 0/32 0/45.5 13.5/58.5
6.2 Group surveys 3/0 32/0 0/44 0/68 80/735 3.5/41.5
6.3 Problem Solving 31/0 77/0 0/68 0/68 40/82 53.5/33.5
6.4 Sim ulations 17/0 9 /0 0/20 0/27 10/0 40/58.5
6.5 Personal Project 41/0 64 /0 0/92 0/68 50/45.5 46.5/83
6.6 'Games’ 8/0 14/0 0/0 0/9 10/0 6.5/25
6.7 Visits 0/0 18/0 0/24 0/32 40/82 33.5/50
6.8 Review 3/0 50/0 0/52 0/64 10/45.5 53.5/41.5
reliance placed in TVEI on the development of personal initiative and 
motivation. Torviile students on the Pre-voc programme gave this 
greatest emphasis in the latter two sam ples (27 p.c.; 50 p.c.) but Clapton 
Street students made the highest return, 48 p.c., in the first sample. Girls’ 
returns were again consistently higher across the samples. They peaked at 
59 p.c. in the third sample by comparison with the highest boys’ figure,19 
p.c. in the second sample.
Personal surveys were identified as an important feature of the learning 
process, most notably by students from the first ‘Pre-voc’ cohort. All returns 
here exceeded 30 p.c. with Westpoint having the highest at 40 p.c. Over 
the three student samples, however, Torviile returns gave the highest 
average and girls consistently made significantly higher returns than boys.
Problem solving was another significant facet of learning identified by 
TVEI students. Representatives of the first ‘Pre-voc’ student cohort in the 
second sample gave the highest returns at 77 p.c., 68 p.c. and 44 p.c. for 
Westpoint, Torviile and Clapton Street respectively. However the 
Clapton Street return in the first student sample w as significantly higher 
still. Torviile returns across the three sam ples were remarkably consistent. 
Those for Westpoint fluctuated considerably. Girls’ returns in the first and 
third student sam ples were more than double that for the boys, at 72 p.c. and 
69 p.c respectively; but in the second sample the boys’ figure stood at 67.5 
p.c. by comparison with the girls’ at 56 p.c. Yet relatively few students 
focused on problem solving as an aspect of skill development, (see Section 
3 .3 .3 )
Only a  small number of students commented on the role of project work 
in responses to Question 3 and most figures were marginal. In the one 
sample with a  significant number of returns boys registered 20.5 p.c. and 
girls, 14.5 p.c. Yet personal project work featured highly in the responses to 
Question 6 with Torviile consistently returning the highest figures at 92 
p.c., 68 p.c. and 97 p.c. respectively. The Westpoint and Clapton Street 
returns reveal a  steadily growing recognition of this aspect of learning with 
highest returns in their respective final student samples at 65 p.c. and 63 p.c. 
A significant majority of returns in this category were from girls in all three 
sam ples with the percentage gap between girls and boys never lower than 
16 p.c.
Students also focused on the part of simulations and role play, 
‘learning games’ and offsite visits in their learning. The highest returns 
in the first category were from the second student sample with Clapton 
Street registering 48 p.c. but the Torviile returns were most consistent 
over the three samples at 20 p.c., 27 p.c. and 31 p.c. respectively. While 
girls’ and boys’ returns were roughly on a  par in the first sample (14 p.c. and
15.5 p.c. respectively), girls’ returns of 38 p.c. and 31 p.c. in the latter two 
sam ples far outstripped those of the boys. ‘Learning gam es’ did not figure 
prominently in any return.
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Off-site visits were most prominently featured in the C lapton S treet 
returns in the first two samples, peaking at 62 p.c. in the first one. Torville’s 
returns rose from 24 p.c.in the first sample to register a  consistent average of
31.5 p.c. in the latter two.. W estpolnt’s figures never exceeded the 18 p.c. 
return in the second sample. There were a  significant majority of girls in all 
three samples. Responses to Question 12 show no significant demand 
for more off site work.
In Question 2  , differences in the s tu d e n t- te a c h e r  re la tio n sh ip  were 
noted , most markedly in the first and third student sam ples but not to the 
extent of the categories relating to different teaching approaches.
Torviiie’s figures here rose over the three samples to a  highest return of 
31 p.c.. The school’s returns were consistently the highest in each sample 
although 20.5 p.c. of the students in the third W estpoint sample made 
some reference within this category.
It is important not to mistake returns about the different reiationship a s  being 
uniformiy positive. It was W estpoint students across the three samples 
who were most vocal about teachers being unciear a s  to  criteria, a  
category in which Torvilie made nil returns in each sample.
Whilst Torviile students were by no means universal in their liking of their 
course programmes, particularly the ‘Pre-voc’ course, they did tend to find 
the teaching approaches more congenial than students at the other two 
schools. They valued the opportunity to use initiative, to work partly in a 
wider community based environment, to work in groups with other students 
and to undertake assignments using techniques and practical skills they had 
previously had no experience of. This is all summarised well in the 
comments of one student in the 4PV1 sample who wrote:
“We are treated like adults., we are told we can do that task in a given 
amount of time. We are allowed to get on with a task at our own free will 
and we use our initiative in doing things and so it is different to our other 
classes.”
Although som e students resented having to combine an option like 
Business and Information Studies with the ‘Pre-voc’ programme many saw 
the benefits in at least some of the content of the latter.
Comments from W estpoint students showed that particularly the first 
sample had problems coming to terms with open ended problem solving 
briefs which one student characterised as a “trial and error” approach and 
another referred to as “courses taught with less certainty”.
Of course, the response was by no means uniform even at W estp o in t. 
Members of the first ‘Pre-voc’ cohort in the second student sample gave 
examples of exceptional lessons in terms of explanation and support. As 
one student remarked at interview:
“ You’ve got to work for yourself. You’ve got to figure it out for yourself which 
is a good thing. But if  you get really stuck they’ll come and help. ”
One student from the sam e group proudly responded on the Questionnaire 
that ‘Pre-voc’ was a:
“..much more demanding course which involves the pupil actually doing the 
studying and teaching in a way.”
It appears that the students termed ‘less academic’ in the third W estpoint 
sample found a  less structured teaching approach less troublesome than an 
open-ended problem-solving brief whereas ‘more academ ic’ students 
preferred a  more structured environment to work in but could cope better 
with more open-ended tasks. At interview, a member of the latter group felt 
that a  more laissez faire approach invited disruptive behaviour. This was 
mirrored in the comments of a Torviile member of the W estpoin t 5TEC 
group who wrote that such an atmosphere made it:
“..quite hard for the individuals who do care about their progress.”
One student' from Torviile 4PV1 sample referred to TVEI lessons a s  being 
“loosely taught”. Another at W estpoint wrote: 
the atmosphere is slopiyer (sic)... Because of the freeness compared to 
other classes there is a tendancy (sic) to mess about”.
Other students at W estpoint felt that disruption stemmed from insufficient 
differentiation of material to meet the range of student needs.
One clue to some of the difficulties of group work probably lay in the way 
different schools prepared their students for work in groups. A member of 
the second Torviile ‘Pre-voc’ sample talked about people in her groups 
helping each other and focusing their chat on work instead of “what they did i 
at the weekend” . At the other end of the scale, in the corresponding sample 
at W estpoin t, there is a  picture often bordering on disruption and mayhem: 
“In the lesson we do a lot of discussion at the beginning..and by the end of 
the given time..we have not a stitch of real work., and the teachers are 
incompitant (sic) or just uncareing (sic), the way they let people play around 
and mess up the lesson for everyone else.”
In term s of teaching approaches the Clapton S treet students’ comments 
sometimes appear ambivalent and confused. At interview, individual 
students could refer positively to a  more relaxed atmosphere and then 
appeared to contradict that assertion by referring to the pressure created by 
a  rush to complete worksheets at the end of a  module. The latter was also a  
complaint among W estpoint students who referred to poor pacing of 
lessons with a  relatively relaxed start to a project lead to a  frenetic dash to 
complete it. These remarks were made by students from both ‘Pre-voc’ and 
more traditional TVEI course programmes.
Whilst there were remarks at C lapton S treet about smaller groups than 
the norm fostering individual teacher attention, it is clear that some of the 
teachers who rotated with the modules were too quick to leave the students 
to their own devices.as one girl expressed it. Then the facilitative teaching 
was called into question as not being ‘real teaching’ (see Section 3.3.5).
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Thus there were particularly calls for more teacher help {Question 12 ) 
in the two Clapton Street samples (18.5 p.c. and 11.5 p.c. respectively) 
and also in the first Westpoint student sample (16.5 p.c.). Other than those 
samples, returns were marginal and came largely from boys.
If ‘real teaching' was synonymous with ‘front of the class’ didactic input and 
little student interaction then Clapton Street students do not appear to 
have wanted to revert to the ‘old ways’. Rather they sought treatment as 
young adults, to be allowed to follow an independent train of thought within 
a  given structure of guidance and advice and one that employed a  variety of 
approaches.
Some students were beginning to see  a  ‘new orthodoxy’ creeping into TVEI 
teaching approaches and particularly at Westpoint, and in the Clapton 
Street ‘Pre-voc’ sample, there were comments about a ‘sam eness’ of 
approach.. One Westpoint student expressed it thus;
" / have not seen much of the ‘new ways’ as you like to put i t  I was under the 
impression that note taking and worksheets had been around a long while.”
Such a  view contrasted strongly with the comments of a  member of the 4PV1 
sample at Torviile who referred to an “air of excitement” in lessons. 
Perhaps the clue lay with individual teachers, some of whom did not, in the 
words of a  Clapton Street student “know how to teach the subject so it’s 
understood fully” .
A Torviile 5BUS student commented that worksheets were “not even 
proper textbooks”. Somehow they did not appear to give the authority that 
textbooks lent to more traditional courses.
Assignment based work undoubtedly carried its own drudgery and 
repetitiveness and even Torviile students, often the most positive in 
attitude, saw both monotony and pressure in completing regular 
assignments. Often those students deemed as belonging to the ‘less able’ 
sections of groups complained about the volume of writing. Here was an 
irony. Its progenitors had seen TVEI, and ‘Pre-voc’ particularly, a s  a  means 
by which some students not suited to the more formal academic disciplines 
could flower. Yet evidence of achievement relied heavily of the completion 
of written assignments.
A telling comment was made in one Questionnaire response by a  Clapton 
Street student:
"... ’the new ways of learning’ ought to be rephrased ‘the new ways of 
teaching’ because I’m not sure that.research has been done on the pupil’s 
behalf”.
Perceptions about TVEI subject content being ‘more practical’ or, as 
som e students observed, ‘less academic’ were most marked with 
students in the first ‘Pre-voc’ cohort from the second Torvilie and Clapton
Street samples. The returns here were 36 p.c. and 41 p.c. respectively 
whereas the Westpoint return of 9 p.c. compared with a peak of 31 p.c. in 
the first sample. Returns markedly declined in the third sample. Boys made 
the higher percentage returns in the latter two samples; girls in the first one.
Despite som e contrary evidence from Question 10 , coverage of 
‘everyday* or ‘real life* topics (taken here to include Careers) did not 
feature strongly in responses to Question 2 . The first student sample 
yielded a  ‘nil return' and only the second Clapton Street sample, at 22 
p.c., registered anything in excess of 10 p.c.
Responses concerning practicality and relevance were by no m eans 
synonymous with what students felt was ‘interesting’ if Question 11 
is to form any basis for judgment. Question 2  responses in this area  were 
very low overall with the exception of the 11 p.c.Torville return but the 
Question 11 returns were more specifically anchored in content and 
process. The largest return for finding the ways of learning interesting (in 
Question 11 ) was from girls and specifically from Torviile. The 
responses to the two questions 2 and 12 broadly correlate in term s of 
interest and relevance, (see 3.3.3)
Within the first ‘Pre-voc’ student cohort, whose representatives responded in 
the second sample, there was significant reference to meeting deadlines 
with returns for Westpoint, Torvilie and Clapton Street being 32 p.c., 27 
p.c. and 18.5 p.c. respectively. No where else did returns in this category 
exceed 13 p.c. except for the first Westpoint sample which 41 p.c. 
Westpoint, in its first two student samples, made 14 p.c. and 7 p.c. returns 
about the greater pressure of work but those from other schools across 
the three sam ples were otherwise very low. Boys’ returns concerning 
meeting deadlines exceeded the girls’ in the first and third sam ples but the 
girls’ returns were marginally greater in the second sample (by 26.5 p.c. to
24.5 p.c). It was mainly Torviile students who identified the ability to meet 
deadlines as a  skill developed through TVEI in Question 9 .
In sections 3.3.2 and 3.3.4 it was seen  that students from the first two 
sam ples made a  stronger response in Question 11 Xo finding learning 
interesting than those in the second sample. It has also been noted that girls 
were better represented in that response than boys. A similar response 
pattern marked students’ perceptions about the difficulty in learning with 
students in the last sample appearing to find learning less easy than their 
predecessors in TVEI. This pattern was mirrored in the greater calls for 
changes in process from the second of the two ‘Pre-voc’ student sam ples . 
There the Torvilie figure was its highest of all three sam ples but the 
Westpoint one was less marked than in the first student sample. Not 
surprisingly many of the conditional endorsements of TVEI in Question 13 
were based on the need to like ‘hard work’ (see sections 3.3.3 and 3.3.5)
It can be relatively easy to find student criticisms of the TVEI approach and 
som e damning comments about it not being ‘proper learning’ and “just
common knowledge”. Yet the Torvilie students were not alone in their 
relatively positive comments about teaching and learning approaches. Many 
of the more thoughtful and reflective students at the other two schools could 
identify what was valuable in their TVEI courses and were much less ready 
to be dismissive of them than some of their colleagues.
However on one particular factor, that of assessm ent, there was 
considerable unanimity of feeling. In an initiative that focused on profiling 
and gave heavy emphasis to formative assessm ent, it is interesting that 
there was barely any reference to developing what might be called skills of 
self-evaluation in Question 9 . However, in Question 6 there were 
som e significantly high returns on the role of review and action 
planning in the second student sample with Westpoint, Torviile and 
Clapton Street figures of 50 p.c., 64 p.c. and 48 p.c. respectively. Figures 
in the third sample declined considerably. Torviile students’ returns were 
consistently the highest in this category and far and away the highest in the 
first student sample. At 52 p.c. they were almost double the figure for 
Clapton Street and a  distance ahead of the marginal figure at 
Westpoint. More girls responded positively here than boys. In the first 
sample, the return of 50 p.c. was ten times higher than the boys’! Other 
returns showed girls’ figures in excess of 50 p.c. but the peak figure for boys 
was 28 p.c.
As referred to in Section 3.3.4, the ‘Pre-voc’ students at both Westpoint 
and Torviile broadly welcomed the continuous assessm ent approach. Yet, 
ironically, it is clear that students at all three schools did not understand the 
assessm ent schem e or the basis on which their marks had been awarded.
At interview a  considerable number of both Westpoint and Clapton 
Street students had become disillusioned by the low marks they had been 
getting and several said that they had given up on the course as a  result. A 
number spoke of the effort they had channelled into projects only to find that 
through a  complex mark system they had not had that taken into account. 
Others felt that it did not take adequate or accurate account of the 
individual’s contribution to a  group effort. The unfairness of the scheme was 
also borne out by some of the Torviile students who wondered why the 
highest marks might be discounted in the overall moderation process.
Some students, but not all, had memories of having had the scheme 
explained to them but virtually without exception across the three schools 
none had more than the vaguest notion of how the marking system worked.
Students across the schools also remarked on the futility of challenging the 
marks received and to get the teachers to modify their assessm ent 
decisions. Indeed at Westpoint and Clapton Street in particular there 
was little opportunity to discuss assessm ent with the teacher. One Clapton 
Street student at interview gave a  disturbing picture of som eone who might 
be victimised for challenging an assessm ent. She could not understand a 
disappointingly lower assessm ent she had received for one project ,which 
seem ed to ignore her considerable contribution to the formative stages of
its’ development in class. She felt that any complaint to the Head of Year 
might result in victimisation by her ‘Pre-voc’ teachers for this had happened 
previously to two girls who had had their work lost by their ‘Pre-voc’ 
teachers. When the latter had asked them to copy it out again, they 
complained to the Head of Year only to get into trouble with the teachers 
concerned.
(based on Questionnaire responses 1,2,3,6, 9,11,12,13 and 
comments; and interviews with members of the first ‘Pre-voc* 
student cohorts)
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3.3 .7  Skills, guidance and equal opportunities issues
In response to Question 5 , very few students specifically mentioned the 
influence of TVEI on the developm ent of personal and  In terpersonal sk ills 
or the  developm ent of c a ree rs  aw areness. Returns were so marginal as to 
make any meaningful comparison across schools and sam ples impossible., (see 
section 3.3.5)
R esponses to Question 2  contained significant references to a  ‘m ore  
p ra c tic a r  approach, particularly in the second sam ple, and there was also 
reference to Boys' had a  significant majority of returns in two of the three samples. 
As w as noted under 3.3.6, coverage of ‘everyday*/ ‘rea l life* to p ic s  
(including C areers) received scant reference.
Both sections 3 .3 .4  and 3.3.6 contain reference to a  range of skills developed 
based on student responses to Question 9 . Suffice here to say that the 
interpersonal and organisational skills identified, and some of the technical skills, 
closely resem ble present day core skills. Of these, the skills to feature most 
prominently in students’ responses were in use of pe rsonal Initiative, problem  
so lv in g , in fo rm ation  p ro c e ss in g  and  g roup  w ork. Out of 12 sam ples 
across these four areas, girls’ responses predominated in ten.
Throughout the Questionnaire comments, even the most grudging of students 
conceded that they had developed skills of personal initiative and team  work and 
there is ample evidence across all schools that students were developing more 
structured approaches to problem solving There was also testimony to the 
development of a  better knowledge of the ‘real world’, if not so much specific 
vocational careers knowledge, and of the ability to use information processing 
skills. However, there is evidence to suggest that a  number of students did not 
have a  holistic perspective on the content of their Pre-voc programmes and the 
programme appears to have been insufficiently differentiated to meet the full range 
of student needs. The latter comments were most marked at W estpoint.
Some W estp o in t students, most notably in the first sample, felt they had been 
influenced in their choice of career by their TVEI programme but there was no 
direct reference to there being a  C areers education input even though som e 
students vaguely imagined that TVEI had something to do with Careers.
Few Torviile students felt that TVEI had influenced their career decisions except 
perhaps a  few in the first sample who had become interested in work connected 
with business or computers. Within the two Torviile ‘Pre-voc’ samples, there were 
some specific references to ideas for business and office work, for work in 
electronics , computers and graphic design and in the public services. But these 
were notable for their rarity as were those students who had rejected earlier career 
options through close acquaintance on work experience or through projects in the 
community. The Torviile students who were most positive stressed the 
‘ development of important broad-based skills.
C lap to n  S tre e t  students also valued that general skill developm ent but if 
anything made less mention of developing specific career ideas than their Torvilie 
contemporaries.
Herein possibly lies the dichotomy between the few responses to Question 2 to 
development of C areers awareness and Question 10 which caused students to 
focus directly on the issue. In the latter students were asked to reflect on the
specific or general career ideas they had derived from the TVEI 
programme; and the first two in particular responded relatively strongly with 
figures for W estpoin t of 34.5 p.c. and 36 p.c. respectively, for Torvilie of 
44 p.c. and 59 p.c. and for C lap ton  S tre e t of 28.5 p.c. and 26 p.c. There 
was a  steep  decline in the third sample so that W estpo in t returned only 3 
p.c. and Torviile, 19 p.c.). Girls’ figures were consistently higher.
There is no direct evidence in student questionnaires of specific careers 
guidance and counselling or individual tutorial work even though these  
formed a  a  high staff development priority in M elchester at the  time. 
Interestingly in Question 12 , there was no call for a  m ore  s ig n ific an t 
C a ree rs  in p u t to  th e  p rog ram m e which appears to indicate som e 
degree of satisfaction.
That satisfaction, as various student interview and questionnaire comments 
reveal, stemmed from the particular personal skills that students felt they had 
developed in their TVEI courses as well as the knowledge and 
understanding forthcoming from programmes like BIS and som e of the ‘Pre- 
voc’ modules. Hence W estpoint students could focus on their greater self- 
confidence, initiative and team work as  well a s  job application, information 
retrieval and computer skills. Torvilie students also cited som e of these  
skills and additionally made reference to enterprise and business 
knowledge. C lapton S tree t students made similar references and som e 
also looked upon the presentation skills they had developed.
It was, however, significant that several C lapton S tree t ‘Pre-voc’ students 
called for longer work experience and the chance to explore a  variety of job 
roles (see Section 3.3.5) and one of the major conditions attached to 
endorsing TVEI was that it should meet student career interests.
There is little evidence for student aw areness of Equal Opportunities issues. 
There seem s to have been little overt effort to raise Equal Opportunities 
aw areness and the statement of the Torviile girl in the W estpoin t 
Technology group who looked to break free of gender stereotypical options 
was significant in its uniqueness. There were very few examples of 
students referring to potential career routes that involved opting for jobs that 
were not traditionally associated with their gender.
(based on Questionnaire responses 2,5,9,10,12 and comments; 
and interviews with members of the first ‘Pre-voc* student 
cohorts)
3.3.8 TVEI and student motivation
It is difficult to ascertain the degree of motivation that students derived from TVEI 
through their questionnaire responses. The responses to Question 8 su g g est 
th a t m ore s tu d e n ts  derived enjoym ent from TVEI c o u rse s  th an  did not 
and there were particularly strong reactions in favour of th e  learning 
a p p ro a c h e s  but much le ss  so  for the con ten t. In terms of learning approaches, 
the ‘non-Pre-voc’ student samples responded most positively overall and the first 
Pre-voc sample made the most positive response in terms of subject content. Even 
so, there were marked differences between the three schools . The most positive 
overall response cam e from Torviile although there were many positive responses 
from Clapton S tree t students in the first sample to TVEI learning approaches.
The least positive overall response cam e from W estpoint and this w as matched 
by the W estpoint students predominated in the returns of those who, for whatever 
reason, liked their TVEI courses less than the other school work.
Girls had a  majority of responses stating a preference for TVEI in term s of either 
content of process in four out of six student samples. The percentage margin 
ranged from 13 p.c. to 51 p.c. A slight majority of boys in the second sample 
preferred the TVEI learning approach and in the first sample, preferred the subject 
content of TVEI. (see also Sections 3.3.5 and 3.3.6)
The second Torviile student sample made a  very positive response of 82 p.c. to 
TVEI learning approaches in Question 11 . Its returns were also 30 p.c. higher 
than the top positive response, from C lapton S t r e e t , in the first sample. Overall 
the first ‘Pre-voc’ sample responded most positively of the three here but the ‘non- 
Pre-voc’ sample was not far behind. The third sample saw a  decline in response. 
In all cases, there was a  greater percentage response from girls, more responses 
from girls in percentage terms.
In terms of content, the pattern of response was more variable. But most returns 
across the three cohorts were lower than 10 p.c. (see also Sections 3.3.2, 3.3.4, 
3 .3 .6 )
W estpo in t students were most willing to advise would-be recruits against taking 
TVEI courses in Question 13 . That advice was most pronounced in the third 
student sample where 35.5 p.c. advised against taking TVEI . The returns from 
T o rv iile  were marginal, Curiously, C lapton  S tre e t w as most prepared to 
unconditionally endorse TVEI, particularly in the first ‘Pre-voc’ sample. Overall, 
Torviile returned the highest combined figures for endorsem ent, unconditional 
and conditional. Five out of the six cohort responses concerning conditional or 
unconditional endorsem ent had significantly greater returns by girls, (see also 
Sections 3.3.5 and 3.3.6.)
In terms of motivating students in the direction of a  career, again it was T orv ilie  
student sample across the three cohorts which gave the largest positive response 
about TVEI both in'terms of specific and general Careers ideas. (Section 3.3.7)
W e s tp o in t  students, particularly in the third sample, m ade som e revealing 
statem ents about poor relations between students and teachers and subject 
content and learning styles that students did not feel congenial. Even those 
students in the third sample who broadly enjoyed what they were doing were not 
altogether clear why they were doing it. Some indeed did not realise that 
successful completion of the Pre-vocational Studies course entitled them to a  
GCSE pass just a s  in any other subject.
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The volume of worksheets and assignments seem ed to put off a number of 
W estpoint students from courses they might otherwise havederived enjoyment 
and fulfilment. There were frequent references to the volume of written work and a 
repetitiveness of approach. Poorly paced teaching was seen as  the reason for an 
unsatisfactory rush to complete assignments and there was frustration that things 
never seem ed to be finished properly. Whilst the volume of written work might have 
been seen as a  signal of rigorous accountability to SEAC, it was proving a 
demotivating factor to the very students who might otherwise have responded well 
to the different learning opportunities furnished by TVEI.
Torviile students generally responded better to the ‘new’ teaching methods which 
enhanced interest and led many to reflect that a  range of skills had been 
developed. But there was also some feeling that pressure of completing 
assignm ents did detract from enjoyment.
Clapton Street students gave more of a  mixed reception to TVEI although most 
were prepared to endorse it. Most responded well to new approaches to teaching 
and learning and felt they had developed a  number of skills but some, possibly the 
more ‘academic’ students, affected to decide that the ‘new methods’ were not 
‘proper learning’.
Westpoint student comments in response to Question 13 reveal at best a  
guarded approval of TVEI conditional on a  would-be recruit investigating matters 
carefully. One student in the first sample warned students not to be deceived by 
the packaging of ‘taster’ programmes. Even the first ‘Pre-voc’ sample, the only one 
in which there was some unconditional endorsement, did not exude enthusiastic 
commitment. In the second ‘Pre-voc’ sample, numerous comments had gone 
beyond desperation into a  resigned sense of failure. Even the most conciliatory of 
responses in the second ‘Pre-voc’ sample criticised the teaching approach. Even in 
the other sam ples, too, students could warn potential successors off TVEI until the 
teachers “sorted themselves out properly”. On the first ‘Pre-voc’ sample , one 
student counselled potential recruits to “be prepared for a shock!”
In the ‘non-Pre-voc’ and first ‘Pre-voc’ student samples at Torviile there was an 
overall positive response to TVEI but much advice to would-be recruits was 
conditional. The three main criteria for choice boiled down either to careful 
research of the alternatives first; relevance to individual career interests, or ability 
to cope with hard work and pressure. In the second ‘Pre-voc’ student sample there 
was barely a  majority endorsement of TVEI with some strongly expressed 
reservations about relevance of content and degree of interest.
At Clapton Street there was an overwhelming endorsement of the TVEI courses 
in the two groups although many students added riders about detailed 
investigation of what was involved in order to understand whether it met their 
career interests or whether they could cope with the volume of work.
Most of the ‘Pre-voc’ students interviewed were broadly prepared to endorse TVEI 
but many urged careful investigation of the implications. Students from all schools 
warned about the volume of work involved and students from both Westpoint and 
Clapton Street stressed the insight it gave into the world of work. Other features 
stressed were the teaching and learning approaches and coursework assessm ent, 
at Westpoint and the need to have a  practical or design bent and to be prepared 
for self-directed work in an out of school environment, at Torvilie.
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3.4 Staff attitudes and approaches to the changes brought by TVEI 
across the Melchester schools.
3.4.1 Introduction
The following analysis has been based on the responses given to a  range of 
questions at interviews and on questionnaires. The responses, however, have 
been categorised under the areas identified earlier.
The nam es of the teachers interviewed are listed on the following two pages.
In addition to the individual teachers’ comments, there has been included as a 
commentary running through the text comments of the various members of the 
Melchester Central TVEI Pilot Project Team and one advisory teacher who was 
closely associated with the Team’s activities. All were based at the Melchester 
Curriculum Centre, the TVEI base.
The advisers interviewed were:
Patrick (known as ‘Paddy') Stapleton, Project Coordinator: second in 
the post following the appointment of the first Coordinator, Laura Twigg, to the 
Loamshire Inspectorate after only nine months of operation, early in 1985. He 
was initially seconded from his Headteacher post at Clapton street School, 
before taking on the role of Pilot Coordinator full time in 1987. Subsequently he 
became TVEI Extension Coordinator and Borough Inspector.
(Interviewed, 14 May 1988)
Marlon Phillips, Advisory Teacher for Food Technology and Community 
Care: a very influential member of the Project Team and widely acknowledged 
as a  very creative and innovative person. She was the progenitor of the idea 
of a  modular GCSE scheme in Melchester and became its first Coordinator, 
devoting a great deal of time and energy to its launch. She was appointed 
Grant Forest TVEI Pilot Coordinator in June, 1988.
(interviewed, 15 May, 1988)
Polly Crenshaw, Advisory Teacher for Business Studies: became the 
successor to Marion Phillips, as Scheme Coordinator. (Interviewed, 7 
September 1989 and 12 February, 1993)
Barry Butler, Advisory Teacher for Personal and Social Education:
involved in supporting specific schools on the 'Pre-voc' programme. He was 
appointed Deputy Coordinator of the Pilot and Extension Projects in May,
1989.
(interviewed, 16 May 1988 and questionnaire returned by post on 28 
February, 1995)
Daphne Diamond, Advisory Teacher for Economic Awareness and 
Equal Opportunities: not a member of the Central Project Team but like the 
researcher, a seconded teacher who worked closely with that team, 
(interviewed, 17 May 1988)
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TEACHERS AND RESPONSIBILITIES 
At time of Interview responsible for .........
)
Main curric area TVEI programmes Pre-voc
W estpoint 
John Weight COT CDT-Technology
Reg Dunford Physics CDT-Technology
Paul Parker (*) Computer Studs 
Mathematics
CDT-Technology 
Information Tech.
Agnes Strawbridge Modem Langs Information Tech. 
B.I.S
Annie McCann Economics 
Business Studs
B.I.S
Bert Brewer P.E.
Head of Year
Personal and Soc Ed.
Torviile Academy
Jemima Wren (•*) Home Economics Food Studies 
Child Development 
Community Studies
ihfo Handling 
Community 
Mini Enterprise
Lydia Roper Home Economics Food Studies 
Community Studies
Pam Ramsbottom Home Economics Child Development
Mike Roberts Computer Studs
Mathematics
CDT
Information Tech. Mini Enterprise
Jane Williams Biology
Mathematics
Information Tech. Communication 
and Media
Vera Stark Business Studies B.I.S
Clapton Street
Yvonne Moraldis Home Economics Community Studies 
Food Studies
Mini Enterprise
Laura Lane P.E. Information Tech. Information
Handling
Janet Blackwell History Information Tech. 
Community Studies
John Goodfelbw English Community Studies 
Personal and Soc Ed
TEACHERS AND RESPONSIBILITIES
Questionnaires were received from the following teachers on the 
Pre-vocatlonal Studies course programme.
Main curric area TVEI programmes Pre-voc
W estpoint 
Wayne Farley Geography (no other) AH aspects 
(SPE programme)
Fred Bonalie (***) Geography (no other) AH aspects 
(SPE programme)
John Weight CDT CDT-Technology All aspects 
(SPE programme)
Torviile Academy
Georgie Jamieson French (no other) Communication 
and Media
Pam Ramsbottom Home Economics Child Development Community 
Mini Enterprise
Clapton Street
Fabia Forsythe Home Economics 
Social Science 
CPVE
Textfles Design and 
Society
Gemma Monks (****) English
CPVE
Community Studies AH aspects
Note:
n  TVEI Coordinator, Westpoint
(**) Pre-vocational Studies Coordinator, Torviile Academy
(***) Pre-vocational Studies Coordinator, Westpoint
(****) TVEI Coordinator and Pre-vocational Studies Coordinator, Clapton Street.
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3 .4 .2  Perceptions of the outcomes of TVEI
Parker, the W estpo in t TVEI Coordinator and W eight, Head of CDT, had initially 
welcomed TVEI a s  a  source of stimulus to those young people who had been 
disillusioned with the m ainstream  curriculum; a  practical and interesting 
programme that would “give them a chance to shine” in the words of P arker. 
Dunford, too, had seen it as benefiting students as:
“a more interesting way of learning things and to use their initiative. “
M cC ann, in the Business Studies area, also gave it a  cautious welcome on the 
grounds that it could provide a  complement to the dem ands of GCSE in terms of 
teaching approach. Brewer, the Social and Personal Education Coordinator, had 
kept an open mind but had worried that TVEI could embrace a  narrow vocational 
perspective.
Dunford was disappointed by the outcomes particularly the lack of initiative and 
ingenuity displayed by the students; partly, in his opinion, the result of teaching 
approaches used in the first three years of secondary school. This was borne out 
by his unsolicited comments in front of his class when the questionnaires were 
issued to 5TEC in the first sample but here he seem ed to be blaming the students 
for some endemic failure to appreciate what was good for them! W eight was a 
little more positive, believing that TVEI funding had served to accelerate trends that 
were already firmly established within the mainstream of CDT pedagogy.
Parker was angry that TVEI had “highjacked” Information Technology and 
watered it down to the point of being little value in terms of skill development. He 
largely blamed the previous TVEI I.T Advisory Teacher for this outcome. McCann 
valued her course but still felt BIS could have been more vocationally focused. 
Brewer was now much more positive because of the skills his students had 
developed on the Personal and Social Education programme.
The three 'Pre-voc' teachers questioned had been disappointed by the outcomes. 
They initially felt it had the potential for interest and aided learning by providing 
more easily m astered sections; but many students remained unmotivated and 
failed to meet deadlines. W eight said there was insufficient differentiation to meet 
the needs of the range of students involved. Bonalie, the 'Pre-voc' Coordinator, 
placed the blame firmly on the endemic malaise he perceived in both the school 
and its locality.
Three of the Torviile teachers, R oberts, R oper and R am sbottom , had been 
initially suspicious that TVEI was would be highly directive with its funding. Stark, 
W ren and W illiams felt that it promised interest and vitality for the curriculum. 
W ren, the 'Pre-voc' Coordinator, felt the framework resembled her Open 
University course recently completed and enjoyed.
One of the originally circumspect Torviile teachers, R oberts, was now more 
positive but disappointed that funding had been targeted at equipment rather than 
reduction in class size. Experiential learning placed a  heavy burden on the 
teacher both in terms of the necessary teaching strategies and the time taken in
setting up lessons. He sometimes felt ‘lense and fraught” as a result. One early 
waverer, and three other teachers, were now very enthusiastic about TVEI because 
of the new approaches to teaching and learning, the variety of subjects on offer and 
the generous resourcing. R am sbottom  also praised the advisory support she had 
received.
Two of the ’Pre-voc’ teaching team at Torviile, Wren and  R am sbottom , had 
lost some initial enthusiasm  though still acknowledging the potential of the modular 
structure. In addition to concerns about the volume of work to be covered in a  
relatively short time. Wren also worried whether students had been given sufficient 
guidance in how to opt from a complex module bank; that parents were not clear 
as to the implications and that insufficient thought had been given to the needs of 
the less able.
At Ciapton S treet, there were mixed initial reactions to TVEI. While, in the words 
of one teacher. Lane, it might better equip young people for the world outside 
school, another, Goodfeilow , had been concerned that it would produce what he 
called “work fodder”.
Goodfeilow now enjoyed much of what he did, finding the teaching approach 
both interesting and valuable. He emphasised the benefits of a  cohesive team 
working positively to a goal, as was the case with the 5M0D group, by contrast with 
the relatively disorganised manner in which TVEI had initially been introduced at 
Clapton S treet. Part of the initial problem, he thought, had stemm ed from the 
attitude of the Central Project Team which had antagonised the staff. TVEI had not 
been ‘sold’ so much on the basis of what it had to offer per se  to secure compliance 
with its philosophy but rather on its funding benefits. Its insistence on experiential 
learning, with a  preponderance of worksheets and questionnaires, and absence of 
an external exam in a  new course was to ignore current classroom realities in 
terms of time available and the practicalities of establishing discipline.
Goodfeilow claimed that funding had been closely tied to the notion that:
“...you cannot tell the children what to do. They have to learn by discovery but you 
haven’t got that time to waste. You have to direct children within certain bounds.”
Lane remained positive about TVEI but somewhat concerned by a  lack of staff 
development opportunities in Information Technology.
Three teachers on the ’Pre-voc’ course. M onks, F orsy the and M oraldis, had 
had lost some initial enthusiasm partly because of lack of student motivation and 
necessary parental back-up; as well as the difficulties students had in catching up 
in modules where work had been missed. Monks, the Coordinator, felt it gave 
breadth of experience but wondered if the time allocated to each module meant 
insufficient depth of knowledge.
The overall picture is one of an initiative that had been widely welcomed and was 
still largely well received but which had brought some unforeseen implications.
For some teachers there was friction with TVEI advisers as to the best approaches 
to course delivery; a  conflict between central policy and individual school and 
teacher autonomy. ‘Pre-voc’ was certainly not without its initial problems.
A major issue for W estpoint staff was ensuring that the needs of all students were 
met in mixed ability groups; in the words of M cC ann , to achieve a balance 
between “the brighter ones....trying to push ahead” and those “still fighting with 
the very simple concepts” and help them to organise their work.
While no teacher called for a  streaming or setting approach (indeed one teacher 
said such an approach led to undesirable ‘sink groups’), few staff had ready 
solutions for helping students to progress'in line with their own needs at their own 
speed. Several teachers placed heavy em phasis on student motivation and 
W eight adverted to the importance of high student self esteem. He said that it was 
imperative to differentiate to meet individual student needs but could offer little 
more than a  vague warning not to waste too much time on the “recalcitrant learneri” 
except to offer som e after-school coaching.
Torvilie teachers were also concerned as  to how to best meet the needs of 
individual students in mixed ability groups - “stretching the very clever ones while 
coaxing the slower ones on” as Stark phrased it.
R oberts felt that individualised experiential learning enabled could help better 
motivated students move on apace thereby giving teachers more time to work with 
students who had problems. However, he conceded that the “quiet middle” might 
often be left for a  disastrously long period after having taken the wrong direction.
He also felt that individual attention need not mean any greater student motivation 
and that “cushioning” students thus might not be the best preparation for adult life.
Other Torvilie staff felt students with low academic ability were probably better 
motivated by the greater degree of practical work that marked most TVEI courses. 
Nevertheless, such students might “hide in a group” unless they had a  clear role 
designated for them. To ‘hide’ meant poor marks for an insignificant contribution.
Clapton S tree t staff were also concerned about forgetting the ‘quiet middle’ in 
mixed ability group work. Some echoed the comments about the relationship 
between individual teacher attention and motivation heard at Torviile Academy.
Some teachers undoubtedly felt it difficult to ‘let go’ and found mixed ability 
teaching only allowed the “dregs”, as M onks termed them, the opportunity to 
make mischief if not given a  specific brief. This smacked of self-fulfilling prophecy. 
Such phrases embodied a contempt for certain students that was hardly targetted 
at boosting motivation and self-esteem. The latter factors were regularly referred to 
by a  fellow member of the sam e staff team.
The ability profile of C lapton S treet students was mainly in the ‘average’ and 
‘below average’ categories. Lane considered it a  .fundamental error to assum e 
such students took easily to new approaches. They needed support and guidance 
with investigational work and the processing and presentation of information.
Study skills were essential because the concepts were relatively sophisticated.
Paddy S tap le ton  described TVEI as a  radical, almost revolutionary, change in 
the way the curriculum was delivered:
“Teaching styles across the Authority were pretty traditional and experiential 
learning was something that TVEI dragged into the Authority kicking and 
screaming”.
S tap le to n  considered that it had proven a  threat both to senior m anagem ent and 
individual teachers. Headteachers felt threatened by an ‘imposed’ initiative from 
outside the L.E.A. where most change had previously been school initiated:
“....it was felt that it was trampling very much on their autonomy; that this was very 
much taking away control from them. They weren’t all that happy about that 
because the Authority had never really dictated to Heads. It’s policy towards them 
had been very much laissez-faire.”
S ta p le to n  was talking to some extent with an ‘insider’s ’ perception as C lap ton  
S tre e t Head when the ‘Pilot’ had been introduced . He did not feel that TVEI 
Extension would encounter similar hostility because over time the TVEI Pilot had 
shown itself a  positive and supportive instrument of change for individual schools.
Teachers for their part had seen TVEI as a  threat, said S ta p le to n , because they 
had felt deskilled. The first eighteen months of the INSET program m e had 
coincided with national teacher unrest, teachers being reluctant to heed the call to: 
“....radically reappraise their teaching styles and what they were trying to do in the 
classroom. Now I think that’s much less the case. “
He cited numerous positive examples.
P h i l l ip s  and B u tle r  gave a  less optimistic analysis. P h il l ip s  ag reed  with 
S tap le ton  about initial resistance stemming from the apparent ‘imposition’ of TVEI 
and the absence of consultation. The initial submission to the MSG for a  ‘Pilot’ 
having failed, the second had been written largely by the seconded Headteacher of 
Torviile Academy, later to become the Schem e’s first Coordinator. Teachers had 
been directed on to, rather than asked to volunteer for, the curriculum working 
parties set up and the Central Project Advisory Team had all been recruited from 
outside the Borough.
Phillips felt that some of these issues had been addressed in the way the modular 
’Pre-voc’ GCSE had been planned and designed as a  Mode 3 course: T eachers 
were released within the working day for regular planning m eetings and thus 
displayed considerable commitment as members of the course design team . They 
grew confident in the m anagem ent of change. However she still felt that 
Melchester schools rested internally on “a very hierarchical system where Heads 
still have a great deal of autonomy” and there was little staff consultation. This 
contrasted with a  number of other TVEI schem es where there w as grea ter 
consultation between senior management and teachers.
Butler continued to be cynical about Headteacher commitment to TVEI which he 
felt stemmed from a fear “that the school down the road was already doing it “ and 
thus there was concern not to appear behind the times and uncaring about the
students. He shared Phillip’s view of cavalier attitudes among senior management.
He cited the imposition of the ‘Pre-voc’ programme as a  framework for Social and 
Personal Education at W estpo in t by a  newly arrived Deputy Head in the face of 
B rew er’s wishes (this interview took place a  year after the one with Brew er). It 
ignored two years’ spadework in building up a  programme and schem es of work in 
a  different format. Initiative overload could clearly be a s  much self-induced as 
externally imposed
The effects of change and the tension it created in the early days of the Pilot 
schem e were graphically described by Phillips. It is worth quoting her remarks at 
length:
“The way it (i.e. TVEI) introduced change probably had a spin off effect that was 
counter productive. I think it alienated a lot of people originally. I think it alienated 
teachers. I think it alienated Heads. I think it alienated the Inspectorate in the 
Authority. I think it challenged lots of assumptions that people had but didn’t give 
them a framework or support them in such a way that they could respond positively
to it. It exposed peoples’ weaknesses and made them feel Inadequate It
damaged quite a lot of teachers who got out or left, who couldn’t cope or felt 
threatened. Change was happening too quickly and there just wasn’t the system to 
pick people up... change could have been managed much more effectively if 
people had been involved from the beginning, if people had felt ownership, if there 
had been in Melchester almost before the implementation of TVEI a support system 
and staff development and INSET to allow teachers and institutions to be in a better 
frame of mind to take on board the change. ”
Both Phillips and S tap le ton  said that they felt that in the early days the Project 
did not prioritise its objectives sufficiently or link them systematically to a  timescale. 
Monitoring and evaluation, such as it was, was not effective a s  a  formative means 
of helping the Project to change direction. External evaluations, felt Phllllps,failed 
to produce concrete recommendations for future action. P h illip s  spoke of the 
Project being run “intuitively rather than systematically.”
(Analysis based on teacher responses to Interview questions and 
questionnaires: 1,2,3,4,5,6,11 and Interviews with Melchester advisory 
staff)
3.4 .3  The demands of TVEI in terms of teaching approaches
A number of teachers interviewed from across the three schools had been involved 
in the Borough ‘Pre-voc’ working party but otherwise felt they had not much 
influenced the development of the TVEI curriculum. There was something of an 
exception at C lapton  S tree t where some teachers felt they had som e, restricted, 
control over content. Few teachers, unlike the students, sought to criticise content 
to any degree.. Hence there appears to have been a  gap between teacher and 
student perceptions here. This matches a  general staff tone that the curriculum 
was ‘given’ so far as students were concerned; not something they could help to 
shape or feed back on.
Both Phillips and C re n sh aw  stressed that the modular ’Pre-voc’ programme 
had been introduced in a  manner to help teachers ‘own’ the change through their 
involvement in modular design and delivery. The schem e had been introduced to 
provide a  sufficiently flexible cross curricular programme that enabled students to 
taste a  variety of vocational routes. The previous curriculum had been a  ‘bolt on’ 
model which had failed to address fundamental issues such a s  prem ature 
vocational specialisation or gender stereotypical career choice. Phillips said: 
“Initially modularity ..was developed as a response by schools to a specific need 
they had identified at the end of the first year of the TVEI Pilot. ”
The initial Borough working party decided on a  framework from a  series of options 
and then went on to to involve “grassroots teachers” . Module writing on day 
courses and at a  residential weekend conference was financed and facilitated by 
TVEI. Problems arose, thought Phillips, because of initiative overload, itself the 
result of trying to introduce the scheme in what was the second smallest L.E.A. in 
the country. The sam e people were being involved in a  multiplicity of initiatives 
and thus being “stretched too thinly”.
C ren sh aw  endorsed much of what Phillips said although she added that it had 
been important for the Central Project Team to reach a consensus over title and 
content of the ’Pre-voc’ course before involving the teachers in course module 
design. There had been a  great number of aw areness raising sessions for all 
levels pf teachers from senior management down. The agreem ent of the latter to 
the course philosophy and their full aw areness of the resource implications were 
deem ed crucial to its ultimate success. C renshaw  appeared to favour giving 
schools a  more detailed framework within which to operate  than, from the 
researcher’s observation, had actually prevailed in the early days of the schem e.
W e s tp o in t  teachers generally felt that they had settled well into becoming 
facilitators of learning with the possible exception of S a w b r ld g e , a  modern 
Languages teacher by training. Indeed, the teachers in I.T., Technology and 
Business and Information Studies suggested that TVEI had served to boost the 
problem solving curricular approaches they already employed. TVEI had thus, they 
claimed, not made a  dramatic difference to them as individuals; merely served as 
another source of ideas and complemented new approaches being adopted with 
GCSE. On the other hand two teachers, in the Technology and Business a reas 
respectively, D unfo rd  and McCann, had been caused to reflect deeply on the
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teacher role and had shifted significantly in the direction of experiential and 
investigative learning as a  result. For them it had quickened the pace of their 
personal development as teachers from a concept based on being a  “purveyor of 
facts” , as Dunford expressed it, to one that was much more that of facilitator.
Most W estp o in t staff counselled against over-reliance on a particular teaching 
style to the exclusion of others; something, that Parker felt had happened in I.T. He 
stressed  the continued need for teacher input and “trigger material” such as 
worksheets and audio visual aids to give a  necessary theoretical underpinning. 
There should be a  judicious mix of traditional and experiential approaches. He 
stressed the need to develop individual styles to suit individual student needs.
Problem solving approaches were not without pitfalls, added W eight. They should 
certainly not be viewed as  a panacea. The CDT department, at the time in the 
process of auditing its teaching approaches, was rapidly coming to the view that 
students benefitted from a  judicious mix of ‘old’ and ‘new’ approaches. It was not 
simply a  matter of being problem solvers, as those teachers saw it, but to be skilled 
executors of the final product. Whilst he deprecated what he described as a  " a  
very methodical ‘Monkey see, monkey do’ route” he nevertheless warned:
“...at the moment we’re building a recipe for long term disaster with people who are 
very good at solving problems and...putting down their thoughts on paper 
but...{cannoX)...actually create it after. (There are) ...enormous holes in their subject 
knowledge and craft skills.”
An interesting view was expressed by P arker who conceded the difficulties that 
students might find in terms of learning style. In his opinion, on entering secondary 
school students were being asked to forget the learner-centred approaches they 
had been previously been used to. Those approaches were being: “..killed off in 
the first three years of secondary school after the kinds of learning experience in 
the primary school that those schools are good at. ” .
In the first three years of secondary school many of them consequently lost their 
enthusiasm for learning. With TVEI they were being asked to return to the primary 
school roots; to rekindle their enthusiasm for taking the initiative in the learning 
situation. On the ‘Pre-voc’ programme, in particular, that enthusiasm  was not 
readily rekindled. Students found it difficult to challenge and tended to look on the 
teacher a s  the fount of knowledge, an approach that was not helped by teachers 
being unsure of their new-found roles under TVEI.
Several W estp o in t teachers felt that they would need to modify their approach 
further. W eigh t saw  a  need for better pacing of the Technology programme. 
B rew er wanted to concentrate more on student discussion and role play as 
strategies. A number of teachers implied that they were steadily groping their way 
towards a more facilitative approach to harness student interest, having first 
becom e fully acquainted with the necessary  factual input. Even two very 
experienced teachers on the ’Pre-voc’ course, Bonalie and Farley, confessed to 
still being least confident with this teaching approach than in anything else they 
did. They had not been encouraged by the generally unenthusiastic student 
response. Students had found it hard to adapt to the facilitator approach rather than
the teacher being the fount of all knowledge.
W estp o in t claims to have been some way towards facilitating student-centred 
learning appear to have had less weight than those from Torviile .There teachers 
generally gave the impression of being more au fait than their W e s tp o in t 
colleagues with a  range of teaching and learning styles; and most were clear that 
there had been no radical change in their approaches.
tea ch e rs  were clear as to the term ‘facilitator* (described by S tark  as “manager of 
learning” ). They generally found the facilitative approach improved the quality of 
their teaching through creating a  more relaxed and productive environment for 
learning. Some members, however, said that to properly facilitate experiential 
learning made significant dem ands in preparation, th e y  had merely built on 
approaches they had already developed in a reas like Home Economics or 
B usiness S tud ies or M athem atics or Com puter S tudies, S tuden ts were 
encouraged to organise their own off-site activities and to produce work in the most 
appropriate manner to suit their particular needs. Audio-visual stimuli and outside 
speakers were employed. Didactic teaching had a  place but fundamentally the 
work revolved around individual and group problem solving, research  and 
presentation.
Teachers were still working at Improving their approaches. Two rem ained 
uncertain as to how best to use strategies such as  role play. One teacher still 
struggled a  little with organisation of effective group work. R am sbo ttom  w as very 
open about the difficulties of ‘letting go’:
“All the class seemed to be quite busy working but I often got the feeling that what I 
was doing wasn’t what I ought to be doing: teaching....spouting.”
She admitted that TVEI had had a very profound effect on her practice in that 
respect, and after fifteen years teaching experience:
“A radical change? Oh yes!”
Most Torvilie teachers were confident in what they were doing but a  number said 
it had taken som e time to reach that stage. Confidence cam e with classroom  
success and student motivation. Successful facilitation was not easily com e by. 
The creation of a  relaxed but productive atm osphere required careful lesson 
preparation and planning as  well as strenuous work in class to ensure that they 
were meeting a range of student learning activities on a  variety of equipment. The 
“Pre-voc” programme imposed an additional complication in the form of an unduly 
complex assessm ent process. R oberts remarked:
“I don’t know whether the amount of extra effort we put into courses like TVEI is 
worth it.; whether it is cost effective in terms of teachers’ sanity and time and money 
and everything elsel”
Initially some teachers had not been fully acquainted with what they were expected 
to teach e.g. Mini Enterprise; I.T. as a  cross curricular skill. The Torvilie ‘Pre-voc’ 
Coordinator, W ren, thus saw it as  her function to play the role of mediator and 
diplomat and to continue to convince ever-sceptical teachers that what they were 
doing was having beneficial effects.
The concerns of some Torvilie teachers about ‘letting go’ were shared by at least 
two of the C lap ton  S tre e t staff interviewed, M oraldis and M onks. Whilst the 
more informal approach to learning might bring benefits in terms of greater student 
enthusiasm and commitment, it was still felt they could abuse such a  situation if 
teachers ‘let go’ too much. M onks thought it actually encouraged som e teachers 
to be “lazy”.
G o o d fe ilo w  claim ed that C lap to n  S tre e t  had pioneered new teaching 
approaches in certain curriculum areas prior to TVEI but it had caused teachers to 
reflect further and thereby improve the quality of students’ learning. The evidence 
for this was not greatly substantiated by what some teacher interviewees said. Yet 
now most C lap ton  S tre e t teachers were committed to student centred learning 
and self discovery and were making great efforts to provide a  more relaxed 
teaching and learning ambience. Overwhelmingly the teachers felt that TVEI 
represented an improvement on what Blackwell described as  the “conventional 
and confrontational” approach. She, who had been steeped in Bruner at training 
college, w as p leased to see  ideas made flesh. Some felt that such methods 
catered more adequately for the whole ability range. G oodfeilow  thought other 
subject a reas  ought to be made more fully aware of the student motivation 
engendered by such methods.
C lapton  S tre e t staff confidence was developing, as at T orvilie  , a s  a  result of 
seeing the effectiveness of their approaches in the learning situation. Blackwell, 
while not lacking in her own approaches, still worried about her relations with 
more traditional colleagues as students appeared to wander around the school 
and local community in pursuit of their assignments. She also stressed the need to 
build on students’ prior learning and to differentiate to meet their needs.
Some teachers found it difficult to throw off the ‘old ways’ and worried, particularly 
in “Pre-voc”, about sacrificing knowledge and understanding to L ane described 
as superficial breadth and nebulous skill concepts. M onks allowed that TVEI had 
been “...very rewarding and encouraging” in getting normally disaffected students 
to take a  more positive attitude but she said that it should not be at the cost of 
risking what she termed as “ill discipline”. She was not alone in this view either 
among her own colleagues or contemporaries in the other schools.
Some teachers continued to stress the need for a  didactic input and to provide 
some stimulus material, however lightly used. M oraldis graphically described a 
dilemma sh a red  by other teachers both at C iapton S tre e t and other schools. 
With a  didactic input, about a third of the students understood and the other two 
thirds could reproduce to some degree what they had learned. Evaluating a  more 
open ended lesson, she found that som e students could generate many more 
ideas but others appeared “lost”.
On the more ‘traditional’ TVEI courses, most W estpoin t teachers contended that 
the assessm ent process was bound up with formative discussion. Some teachers 
appeared to go about this in a  more structured fashion than others.
Where discussion did take place, students were asked to reflect upon their marks.
to articulate any problems they might have and to say how they might better 
organise them selves in future. W eight said that much better a ssessm en t came 
through discussion than through formal marking.
Torvilie teachers were unanimous as to the value of formative assessm en t but 
there appeared to be a  gap between reality and the ideal. A key constraint 
identified by teachers was lack of time yet, as Roper remarked, students needed 
greater guidance on TVEI courses because they rarely had to face self-directed 
work elsewhere in the curriculum.
At C iapton S tre e t there appeared to be no common procedure for discussing 
assessm ent with students and there were varying degrees of formality. M oraldis 
discussed the assessm ent criteria in detail and used them to help students pinpoint 
future learning targets. She was unhappy that the timing of som e modules gave 
an unacceptably long gap between module and the a sse ssm en t process. 
Blackweil felt more time should be allocated to the assessm ent dialogue with the 
student and for recording the ultimate profile outcomes. She felt there should be a  
much higher focus at team meetings to how the student review should operate 
and she also felt that students be encouraged to take a  more positive and 
forthcoming attitude to their learning successes.
W estpo in t "Pre-voc” teachers considered the assessm ent process too complex 
and time consuming to permit proper formative assessm ent. P a rk e r  felt that 
profiling as yet had not gathered as much momentum as he had hoped.
There were real concerns at Torvilie concerning the assessm ent process. W ren 
had “been involved in the difficult and time consuming job of writing attainment 
descriptors”. She felt that many less able students were penalised by being 
assessed  solely on written reports without account of any practical or interpersonal 
skills they had dem onstrated. Helping students interpret the criteria w as time 
consuming and some less academic students still struggled to make sense  of them. 
She also mentioned the time taken up by cross moderation.
At least two teachers, one at Torviile and another at C lapton S tree t, expressed  
their concerns about effective and fair assessm ent of an individual’s contribution to 
a  group activity
At Torviile, R am sbo ttom  was optimistic that her present ’Pre-voc’ students had 
understood the assessm en t criteria better than the previous year’s  group. She 
worried, nevertheless, that too -close student acquaintance with the assessm en t 
criteria might serve to block student creativity.
Three teachers on the modular Community Studies program m e at C la p to n  
S treet, the pioneer programme for ’Pre-voc’, had been instrumentaljn drawing up 
the assessm en t criteria. G oodfeilow  and Lane argued that the criteria lacked 
precision. Lane contending that it was virtually impossible to a s se s s  skills through 
discrete tasks for each task tended to encom pass a  range of interdependent skills. 
M orald is , however, was relatively happy with the assessm en t criteria. As at 
Torviile, B lackw ell questioned the heavy reliance on written evidence. Others
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repeated the above misgivings and referred to a ‘hit and m iss’ ranking process. 
Many felt that the assessm ent criteria should be expressed in a  more student- 
friendly fashion and more recognisably standardised across the schools.
A ssessm ent on the "Pre-voc” programme was undoubtedly a  fraught issue.. 
C renshaw  talked at length about the difficulties at both her interviews. It had left 
an impression long after the course had been wound up. She described the 
problenis stemnriing from each school being left to draw up its. own brief and 
attainment descriptors within the overall course assessm en t framework. This 
caused great problems for external moderator, teachers and students alike. The 
original idea had been that students be very much involved in their own 
assessm ent but in a  number of schools it was very clear they had quickly lost faith 
in this because they did not understand the system and neither, apparently, did 
their teachers!
C ren sh aw  admitted to being initially unaware, along with the rest of the Project 
Team, that the aggregation method of assessm ent could disadvantage certain 
students; but at the sam e time the Examining Group, under whose auspices the 
schem e operated, did not provide the framework for aggregation assessm ent that 
had been expected from them. C re n sh a w  found herself arguing the case  of 
individual students whom she felt had been unfairly treated by the aggregation 
system at Board meetings. Because of a  complex system which involved taking a 
third mark for each assessm ent objective, students who were clearly of Grade A 
standard overall were being marked down and the Board could not come up with 
any satisfactory guidance in that respect. ‘A’ and ‘B’ grade students were 
particularly unfairly discriminated against for aggregation tended to distort the 
grades and reveal insufficient differentiation. The upshot was that gut feeling often 
entered into deciding what side of the grade boundary students’ work cam e on. 
Members of the Central Project Team linked to the individual schools were there to 
give guidance on aggregation but they were finding this a  struggle. It was hardly 
surprising that the students found it difficult to understand.
Cross moderation also proved to be a  nightmare for areas like the Design module 
where a  whole range of artefacts were brought together; and the Board moderator 
had no.good advice to give in that direction either.
Were C re n sh aw  to be involved with a  similar modular innovation in future, she 
would advocate a  case  study approach similar to that used by the City and Guilds 
Diploma of Vocational Education. It would be essential to avoid the “over- 
assessment” , to pinpoint the skills criteria with accuracy and adopt a  portfolio 
approach based on negotiation and formative feedback. Course review would be a 
regular and integral feature in order to ensure that teachers and students were 
clear as to the direction they were taking.
In terms of providing some flexibility within the TVEI programme, there appeared to 
be varying degrees of prescription within syllabus content at W estp o in t and that 
clearly influenced the degree to which students could shape their own learning 
path. Where swift remedial action was required, as with one CDT group, the 
param eters of choice becam e narrower in order that students, in the words of
W e ig h t, be 'pointed in the right direction..” Greater flexibility was evident in areas 
like l.T. and Technology where students could adopt a  variety of assignm ent 
approaches to suit their particular learning needs. In other a reas assignm ents 
were quite prescriptive. Flexibility of approach varied across the "Pre-voc" 
modules.
Torville Academy appeared to take a  more positive stance on the degree of 
student autonomy permitted . In areas like Child Development, Community Studies, 
Food Studies or I.T., it was felt important to clarify the basic principles in a  particular 
theme and the range of attainment descriptors for assessm ent; and then to allow 
students to devise projects with as much as individuality as possible within those 
parameters. BIS students, however, were somewhat constrained by the packs of 
learning materials that accompanied the course. ‘Pre-voc’ teachers felt that most of 
the modules allowed students some autonomy.
Blackwell and Goodfellow of the Clapton Street teachers believed in giving 
the students a s  much autonomy in the learning process as practicable; "constantly 
pushing the solution back to the student” a s  Goodfellow expressed it. That way 
students would be taking g reater ownership and importantly, having the 
opportunity to learn from their mistakes. The teacher would not be totally neutral 
however. It would be his or her role to help students rectify their mistakes. Lane 
said that she encouraged student autonomy but wondered how conscious that 
process of selecting learning opportunities really was for many students.
It has already been made clear the difficulties som e teachers had in devolving 
greater responsibility to students. Both Moraldis and Forsythe at Clapton 
Street felt that the g reater the choice within the ‘Pre-voc’ modules, the more 
difficult it was for less able students to cope. Forsythe cited a s  exam ples the 
relatively straightforward Design module on packaging, w here choices were 
limited, to the multiplicity of choice within the Technology module. Her views were 
not confirmed by the student questionnaires.
The Westpoint staff unanimously endorsed the principle of counselling and 
guidance, considering it essential if students were to draw benefits from reflection 
on their past performance and to target their future personal and vocational 
pathways . Feedback was a  necessary part of the process so each student could 
move on to more challenging activities within the framework of their individual 
learning needs. Both Bonalie and Farley on the ‘Pre-voc’ program m e 
considered the process to be difficult in practice, Farley arguing that it was a  role 
best left to the course coordinator.
There w as a  more diverse reaction from Torville staff. Wren felt that the 
counselling and guidance role was bound up with the information given by the 
TVEl Coordinator at Open Evenings to students and their parents. O thers gave 
informal advice and stressed  the importance of listening to problems; but both 
Roberts and Stark argued that such a  demanding process was impracticable in 
the time available. Generally, teachers had a  limited and rather informal 
perspective of the role i.e. helping the students to solve problems. Only one 
teacher, Ramsbottom, viewed the process as something approaching the work
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she did in her capacity as Head of Year.
A number of C lap to n  S tre e t teachers also looked upon counselling and 
guidance a s  helping students to solve problems such as sorting out timetables or 
negotiating a  work experience placement. Others, however, spoke of a  much 
broader raft of responsibility which include helping students to focus on their 
progress, to discuss their individual needs and future plans and to explore their 
mutual responsibilities. It was a  chance to discuss learning in a  shared experience 
between teacher and students, as Goodfellow put it. Two 'Pre-voc' teachers were 
less positive. M onks saw it as a  matter of referring "problem” students. Forsythe 
disturbingly referred to it as"policlng the already disenchanted”
To sum up, many teachers had come to see their roles a s  facilitators within TVEl 
programmes although their definition encom passed a  portfolio of approaches and 
it was by no means a  faddish stance. TVEl had helped some of them develop in an 
area  they already favoured although others were remarkably candid about the 
difficulties of adjustment, particularly ‘letting go’. Assessment, particularly, on the 
“Pre-voc” program m e had sacrificed simplicity and communication to the 
perceived external dem ands of rigour. Support with the formative process was still 
generally ad hoc and an area in need of substantial further development. Most 
teachers interviewed were unclear a s  to the purpose of the counselling and 
guidance and submitted a  diverse range of answers.
The 'Pre-vocational Studies programme had attem pted to devolve g reater 
‘ownership’ to the individual schools to develop their own teaching material within 
the overall framework of the Melchester TVEl submission. This, however, proved 
to be a  thorny issue. Diversity and choice appeared to lead to insufficient external 
standardisation, despite the undue complexity of the assessm en t criteria; and 
Central Project team  members were divided as  to the degree of autonomy to 
concede to individual schools.
In terms of student learning, it is arguable that the programme least suited those 
whom it might have been expected to support i.e. students who were not 
conventionally ‘academ ic’. On the one hand where it provided choice of content 
this could prove baffling if there was insufficient guidance on hand. Likewise there 
were problems linked to devolving responsibility to students on the assumption 
they had the appropriate organisational skills. On the other hand there was scant 
choice of a sse ssm en t medium or process. These leaned heavily on the 
presentation of substantial written evidence.
(Analysis based on teacher responses to interview questions and 
questionnaires: 1,3,5,6,7,8,9,10,11,12,13,14,15,16 and interviews with 
Melchester advisory staff)
3.4 .4 . Staff development and teacher support
W estpoint staff on the more ‘traditional’ TVEl programme had been on a  variety of 
staff development courses, many of which had been specifically focused on their 
curriculum areas e.g. B.S.T. Technology courses; R.S.A. Diploma in Information 
Technology; course moderation.
Staff on the "Pre-voc” programme had been involved in a  structured INSET course 
targeted at its’ dem ands, namely the thirty day Prevocational Tutor programme. 
W eigh t and B onalie  had been involved in the Borough module working party. 
B o n a lie  and F a rle y  had been on the above R.S.A. course. Involvement in 
C.P.V.E. had also proven to be useful experience because it explored similar 
approaches to course delivery and gave access to further relevant Borough INSET.
Torville staff had tended to be on TVEl sponsored Borough curriculum networks in 
areas like BIS, Childcare and Information Technology. W illiams and R oberts  
had been involved in the R.S.A. Diploma for Information Technology. Two of the 
’Pre-voc’ teachers. W ren and R am sb o tto m , had been on the thirty day course 
and three, R am sb o tto m , W ren and R o b erts  had been involved in the Borough 
module working party.
C lap ton  S tre e t teachers had been on a  range of curriculum-related INSET; 
some, more than others. M o n k s, M oraldis and  F o rsy th e  had been on the 
thirty day course, two in its’ former guise; and the former two were m embers of the 
Borough working party.
The feeling of been ill-prepared for TVEl amongst most W estpo in t teachers has 
already been referred to. There had been little by way of induction and teachers 
who espoused TVEl with enthusiasm did so more in hope of its potential than with 
any clear picture of the outcomes. This w as the case  in Technology. Staff 
developm ent began in earnest after the launch of the Project. Even the 
Coordinator, P arker, who had worked on the initial Melchester submission to the 
Manpower Services Commission, felt ill prepared for his role. Background reading 
had not proven an adequate substitute.
Despite greater attention to staff development with the introduction of the ‘Pre-voc’ 
programme, teachers involved still felt under-prepared. This w as the case  with 
W eight, despite his being a member of the Technology module working party. 
However, two .of the three teachers questioned, B onalie  and F a r le y , had 
received some preparation via the RSA Prevocational Tutors’ programme.
Three of the T orville  teachers had come to TVEl through the route that might 
broadly be described as ‘Home Economics’. W ren, who becam e the ’Pre-voc’ 
Coordinator, had played a  significant role on the Borough modular working party. 
These teachers still felt inadequately prepared for what they were doing, despite 
INSET over the years on student centred learning. Two, W ren and R a m sb o tto m  
had also attended the Prevocational Tutors’ course. Roper, only three years out of 
training, felt that she had received little support with coping with the issues she 
now faced
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Other teachers interviewed had obviously developed skills in a reas like Business 
Studies and Computing, aided by some INSET, but there was also a feeling that 
they had entered TVEl very much on a piecemeal ‘self help' basis, there being no 
formal induction. However, two m em bers of the 'Pre-voc* teacher sam ple 
interviewed had found the RSA course valuable (see below).
M o ra ld is , who had initially felt confident about the dem ands of TVEl, now 
expressed concern^ about the adverse student reaction to ‘Pre-voc’, something 
she had not anticipated. The other C lapton S treet staff interviewed had basically 
been ‘roped in' to their courses through planning or accident, with little initial 
preparation beyond a  few handouts.
The two 'Pre-voc* teachers questioned. M onks and F orsy the , had been involved 
in past courses that were similar in some respects to the present one. M ora ld is 
felt well served by the RSA course and membership of the Borough working party. 
Forsy the felt poorly prepared until recently embarking on the thirty day course.
Several C lap ton  S tre e t teachers expressed strong feelings about their induction 
into TVEl. One spoke of its unclear aims and objectives and referred to never 
having started "such an ill-prepared course in twenty years of teaching.” To a 
degree such a  comment w as bombast on the part of G oodfe llow . L ane, to  
quieter effect, explained that reading the relevant literature and talking to 
colleagues involved had not dispelled her lack of clarity a s  to the exact role 
required of a  TVEl teacher.
Paddy S tap le ton  had some sympathy for what was said by some of the teachers 
across the schools. He felt that the Project in its early days had given insufficient 
time to identifying and clarifying goals and subsequently reviewing the outcomes. 
Hence it had not been clear as to its direction. He knew that he led a  talented 
Central Project Team but that it had probably been unrealistically ambitious in the 
early days through failing to take account of the range of other initiatives in which 
teachers were involved. Now he thought it had developed the appropriate sense of 
realism as to what schools could cope with.
C ren sh aw  felt that the Team had made a  good effort in winning over schools to 
the modular course. Its’ heavy involvement in initial aw areness raising had paid off 
in terms of staff enthusiasm for the course at all levels.
There w as a  generally favourable response amongst W estp o in t teachers to the 
TVEI-sponsored courses they had attended. The B.S.T. Technology course had 
been found very valuable as had the R.S.A. Diploma for l.T. Dunford would have 
welcomed INSET prior to teaching Technology. P a rk er, the Coordinator, was 
however mindful of the high opportunity cost to all INSET - valuable time out of the 
classroom. .
Both B onalie  and Farley had valued the opportunity to network through the thirty 
day course. W eight, on the other hand, was concerned that specific ’Pre-voc’ 
related INSET had gone for the ‘hard sell' at the expense of acknowledging the 
problems and potential dangers.
The Torville staff who had been involved were fulsome in praise of both the R.S.A. 
sponsored Pre-vocational Tutors course and l.T. programme Ramsbottom, one 
of those teachers, remarked:
"I can’t praise the (RSA) course highly enough. It has given me tremendous help 
both individually and as a teacher in terms of ideas. It has helped me to look at 
things more clearly and it has helped me to change my vision of myself I suppose.”
Like Parker at Westpoint, Roberts at Torville expressed concern and irritation 
at the increasing call away from the classroom by INSET, particularly when the 
approaches adopted appeared to be patronising and irrelevant to his needs. 
Membership of the Borough 'Pre-voc' working party had however proven valuable.
Clapton Street teachers interviewed shared the enthusiasm of their Torville 
colleagues for the thirty day course and the l.T. Diploma. Its m em bers of the 
Borough 'Pre-voc' working party had welcomed the opportunity to network ideas 
although Lane detected some initial confusion amongst the TVEl advisory team. 
Lane shared  som e of the frustrations of Roberts at Torville about poorly 
organised and unfocused INSET. Moraldis would have liked further individual 
support from a  Project Team member in exploring how best to approach delivery of 
individual modules.
The value of networking was strongly endorsed by M elchester advisory staff. 
Daphne Diamond, for instance, described it as "absolutely vital”. She went on 
to say that effective networks were about "...stopping teachers being isolated in 
classrooms ".
Westpoint staff felt that INSET provision was sufficiently frequent. There was 
praise for the networking arrangements and individual advisory teacher support in 
BIS and for the on-going staff development in Pre-vocational Studies. Weight felt 
that a  perm anent teacher supply pool to cover for INSET and prepare teaching 
m aterials when not covering, would enable an on-going staff developm ent 
programme.
At Torville there was a detectable growing concern at the effects of teacher 
release for INSET on classes back at school. INSET now appeared to be less 
frequent a s  a  result of that concern being expressed. Nevertheless, the 'Pre-voc' 
Coordinator mourned the impending demise of the thirty day course and wondered 
what form induction of new teachers on to the 'Pre-voc' course would take in future.
There were mixed feelings about frequency of INSET at Clapton Street. Both 
Lane and Goodfellow felt it was unjustifiably frequent in term s of the cost in 
disruption to c lasses. Goodfellow remarked:
"If we accept that this level of staff development is necessary, then we have also got 
to accept that the rest of the school has the right to a calm and logical education. ”
It was also felt that a  considerable amount of staff development lacked a  clear and 
specific focus despite the plaudits given to the longer and more structured courses 
and curricular networks administered . Lane also thought that Monks, the 'Pre- 
voc' Coordinator, was out of school too frequently.
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There was a mixed response from W estp o in t staff as to the nature and value of 
support from the TVEl Project Team. The support given by Polly C renshaw  and 
B arry  B utler, through the Business and PSE networks respectively, was 
specifically singled out for praise; but l.T. support received a  more mixed response, 
largely, it seem s, because the first designated advisory teacher had appeared 
more opinionated than supportive. Technology support was deem ed generally 
satisfactory but W eight strongly argued for the Borough network to focus more 
clearly on individual schools’ problems and to provide support to meet those 
needs. He also criticised the lack of support from the relevant adviser in his 
campaign to overcome deficiencies within the W estpoint CDT accommodation.
Torville teachers were more pronounced in their appreciation of Team su p p o rt. 
R am sbottom  described the Melchester Curriculum Centre as a  model of first class 
staff developm ent. Even so R oberts criticised individual members of the Project 
Team for what he perceived to be occasional arrogance and poor support within 
the classroom, (see earlier)
There were again mixed feelings at C lapton S treet about advisory support. This 
was evidence of this in complaints about the 'hard sell’ (see section 3.4.2 above). 
Whilst one teacher could praise the advisory team for its willingness to work "at the 
sharp end” others’ opinions were more closely represented in the comment that it 
could operate "at too elevated a level of abstraction.” to use the words of Lane.
Similar to Torville there was a clear undercurrent of resentm ent at C lap to n  
S tree t about the occasional 'arrogance' of some TVEl advisers and the need for 
the Team to be more positive and sensitive. Lane argued that teachers were 
"fundamentally insecure about their staff development.” She also commented on 
what she saw a s  the advisers’ failure to give clear guidance in 'difficult’ areas like 
evaluation and record keeping. They always seem ed "to put the onus back on the 
course member”.
The variety of comments about the attitude of members of the Central Project Team 
were mirrored in the concerns expressed by members of that Team at interview. 
Some of those comments showed that Team members also felt insecure as to 
whether they were carrying out their function effectively; or indeed, quite what their 
function should be.
Reference has already been made to S ta p le to n ’s comments about the need for 
greater realism in the early days of the Project. B u tle r referred to a  lack of 
tradition of advisory teacher support in the L.E.A. prior to TVEl or of cooperation 
across schools who were "all very sheepish about what they did do and what their 
plans were”. There had been an initial suspicion about what he was trying to do 
and it was very difficult to set up a working party or come up with a plan of action. 
He went on:
"As advisory people we were unbriefed and untrained. You had to go to find your 
own feet and eventually gain some credibility.. .”
Phillips also gave an interesting insight into this process:
“....we (i.e. the Central Project Team) needed our own INSET on skills to.do it
effectively. I think I would then have been much more realistic in my expectations. 
Because we were outsiders, we were not aware of the starting point which in 
f^elchester, compared to other Authorities, was moving from a baseline with a more 
retarded beginning. So we needed a longer period of familiarisation as to what 
the starting point was. I think team building, if  we were going to be a central team 
of curriculum change agents, was fairly essential from the beglnning..which apain 
we never did. And through that again to identify specific targets linked to specific 
time spans: involving people, ownership, getting them to take ownership much 
more than we have done. I think we have been guilty of taking responsibility for the 
curriculum change personally when it should have been a TVEl responsibility.”
In her view of how Heads perceived the Central Team, Phillips conjectured:
"They saw our appointments...in terms of fifty per cent of the time in school and 
working alongside the teachers. They didn’t really see us in terms of having any 
clout or any say in how policy should be determined. "
This cam e after all Borough Heads, Deputy Heads and Coordinators had been 
invited to a  weekend residential conference to discuss the implications of TVEl 
Extension, due to com m ence in 1989. The Central Project Team , with the 
exception of the Coordinator, had not been invited.
S tap le to n  took a much more positive view, arguing that a  significant innovation 
had been the Team vision for the Pilot Project and the strategies for its attainment. 
He acknowledged that this had initially been construed a s  a  threat in som e 
quarters but given the tight time constraints to push through a  range of innovations, 
the Project would have had far less effect without the Team  having been so 
proactive. He went on to describe how the Team had mellowed its approach and 
tried to be more sensitive to the needs of both individual institutions and individual 
teachers.
Diam ond spoke of implementing change in a  manner that helped people develop 
confidence and self-esteem through shared perceptions and taking account of, and 
respecting, personal beliefs and values. That dimension had largely been missing 
from Borough INSET at one time and it had been impoverished as a  result. She 
referred to th e .n e ed  for a  learning partnership with teachers. This had been 
illustrated in her experience with primary school teach e rs  on Economic 
Awareness.
The genesis of partnership lay in mutual acknowledgement of the areas each side 
knew little about. D iam ond professed ignorance of how primary schools worked 
and the teachers, little knowledge of Economic Awareness. They then went about 
investigating the potential of Economic Awareness in the primary school classroom 
through collaborative exploration of the possibilities, facilitated by her, work with 
students and on-going evaluation. She felt that she had learned a great deal from 
the experience.
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The team approach to TVEl at W estpoint was clearly underdeveloped. A frequent 
complaint was that insufficient time was allowed to discuss issues even when a 
holistic view was vital. This was both true of the SPE and ’Pre-voc’ provision. The 
'Pre-voc' Coordinator claimed that team meetings had a  low priority, coming after 
faculty meetings, whole staff meetings and a  range of other meetings.
M cCann and S aw bridge  who had paired up to teach BIS had found it a  valuable 
staff development experience and were disappointed that it was not timetabled to 
continue the following year. On the sam e lines, the CDT teachers looked forward 
to the day when a  much more integrated team approach was possible.
P a rk e r  saw  a team  approach s coming more through the practice of paired 
teaching rather than aiming to secure an overarching consensus a s  to approach 
and delivery. Given the limited time available, he appeared to feel it more 
important to concentrate on course development than building a  more effective 
team  overall. (Observation of Parker by the researcher a s  a  colleague in other 
working contexts over three years gave the impression of som eone lacking strong 
leadership skills but a  considerable resource to colleagues on a  ‘one to one ‘ 
basis).
There w as a  stronger if not unanimous endorsem ent of the team  approach at 
Torville. Most staff felt that team membership both enabled them to support one 
another with any problems and opened up classroom doors to examples of good 
practice. Although W illiams felt it difficult to justify what she called the "generous 
allowances” to team  teaching she was prepared to concede that it had been a 
"tremendous” benefit in terms of "breaking down the concept of the teacher inside 
the classroom in charge of his or her destiny behind a door that stays shut!”
The 'Pre-voc' Coordinator, W ren, complained that she had insufficient time to 
support individual team  members in the manner she would have liked. R o b erts  
denied that a  team  work approach had ever really existed at T orville because 
insufficient time was given over to discussing the issues. Modular provision on the 
'Pre-voc' course, in his terms, amounted to no more than farming out the modules 
to individual teachers. These comments have to be taken in the context of someone 
who had previously admitted to not being a  strong team player by temperament.
C lap ton  S tre e t comm ents on the need for a  cohesive team  approach have 
already been referred to .There were a  variety of opinions as to how effective a 
team  it had or ought to have. G o o d fe llo w  expressed  remarkably similar 
sentim ents to W illiam s at Torville in term s of the great value of teamwork in 
breaking down barriers but of the time commitment it required. L ane  gave a 
detailed account of the difficulties that could arise if a  member of the team did not 
share the general positive approach to either course or programme. The effects 
filtered through to the students who then began to doubt the value of what they 
were doing. B lackwell extolled the value of a  ‘sharing’ team but argued that the 
Coordinator’s word ought to be respected as final. The team  approach was 
deem ed indispensable for courses such as Pre-vocational Studies but lack of 
cooperation between some members was made clear in the interviews. M onks 
expressed the need for some help in this direction.
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Barry B utler felt that the team approach in schools would remain ineffective so 
long as insufficient resources were allocated to regular and frequent meetings. He 
felt that his arguments had always fallen on stony ground:
“It’s much easier to take an MP to see a gleaming new computer than to show him 
a group of staff planning a PSE programme. But I think the long term pay offs from 
the funding would be greater.”
He went on to criticise the calibre of many school TVEl Coordinators. Few, he said, 
were effective team  leaders. This was no surprise as they had been trawled not 
from key departm ental a reas but rather on the basis of “services rendered”. 
Coordinators, in B u tle r’s view, also had no time to do the job and insufficient 
status. Certainly Parker at W estpoint would have fitted into this description.
Polly C re n sh aw  outlined the team focus of staff development for the ‘Pre-voc’ 
course. Team leaders were nominated by senior managers to develop the course 
within their schools. They were to work with a  selected team  in school to 
disseminate central team INSET supported by a  link member of the Central Project 
Team. It had been impressed on senior management from the outset to provide 
sufficient and regular time for team development.
C ren sh aw  put down the variable quality of coordination to conditions pertaining 
in different institutions and the different staff appointed to the role. She cited two 
'Pre-voc' Coordinators whom she felt had had a  detrimental effect on the 
development of the programme. The commitment of Fred B onalie  at W e s tp o in t 
could not be questioned but the programme was run very much a s  a  ‘one man 
band’ . Modules were farmed out to subject specialists but there w as no sense  of 
collaborative team  planning. She went on to describe Bonalie a s  having:
“all of the words but none of the music. ”
It had been Bonalie who wrote on his returned questionnaire:
“ Sorry to be so negative,., but I feel that the Westpoint boy (an ironic reference to 
an initiative instituted by the recently appointed Deputy Head) and the Melchester 
man (the Head) have actively torpedoed all attempts to provide them with a more 
interesting and above all relevant, part of the curriculum”
There was large gap between intention and reality.
C re n sh aw  perceived the poor interpersonal skills of the C lap to n  S tre e t 'Pre- 
voc' Coordinator as adding problems to an already poorly motivated team.
She cited T o rv ille , S t. B oniface and Brinkley G irls’, the latter two TVEl 
associate schools, as  examples of institutions where the 'Pre-voc' programme did 
work effectively. She discerned important key factors in common. These were 
team leaders who understood the philosophy of the course and were committed to 
it in practical terms; a  unified and enthusiastic delivery team; regular structured 
management team  meetings where concerns could be freely voiced; agendas that 
sought discussion of curricular as well a s  administrative issues and effective 
monitoring and review of the programme. C renshaw  felt in retrospect that more
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emphasis should have been put on the effective team approach by the Project from 
the beginning of 'P re-voc '.
Phillips similarly called for clarity in considering the role of change agents: 
“Change agents don’t just happen... you have to give them specific training and 
opportunities to get specific skills ..Implementing change itself doesn’t make you a 
change agent."
Diam ond had som e interesting views concerning dissemination of ideas through 
a  school curriculum team and school-based INSET. Dissemination was not simply 
a  cascading of information. In the Economic Awareness initiative it had been 
effective through working alongside identified INSET providers from school staffs 
to help them not feel “deskilled ....when they’re trying out new things ..they need 
the reassurance to know that you're still around to support them. I mean ..we’re 
suddenly asking people to be school-based INSET providers who have no training 
nor experience.. ”
This view was not universal prevalent amongst members of the Central Project 
Team supporting the development of the 'Pre-voc' course. S tap le to n  conceded 
that the policy of developing change agents to go back into school to work with staff 
to “help move people along” had not been totally successfu l.
Phillips went on to make a  broader observation:
“ ...it’s only if  the environmental health of the institution is right will change happen. 
Most change either happens or doesn’t happen because of the Head... If the Head 
and Senior Management want to go forward with support for that process, then they 
will probably devise policies and strategies for change to begin to be disseminated. 
But an individual going into an institution without this kind of support structure and 
without the school having deemed it to be important, it ’s a non-starter frankly! They 
might Just as well never have bothered. ”
S tap leton  echoed those sentiments:
“ The difference in school ethos is very important. I ’m thinking that it all comes from 
the Head really; or certainly starts there. ”
To conclude teachers appear to have been poorly prepared for the launch of TVEl 
and thereafter there was an unevenness of INSET provision, som e curricular 
a reas being better supported than others. The ‘Pre-voc’ programme embodied a 
conscious ethos of more structured, staff-centred INSET specifically geared to 
meeting identified needs as the programme developed from conception to practice 
and then issues that arose within that practice. Even so, som e staff were better 
served than others and some .teachers received but an ad hoc and cursory 
introduction to the programme. Much depended on the degree to which a  ‘team 
approach’ existed and the prevalent views in each school as to what the functions 
of the team  should be and the degree of coherence in approach deem ed 
desirable.
There were mixed views as to the advisory support given by the Central Project 
Team. There were numerous testimonies to the high quality of INSET provided by 
individual Team members and reference to valuable ‘long courses’ such as those 
that received RSA accreditation. (Indeed out of the course for Prevocational Tutors 
had first grown the idea of GOSE ‘Prevocational Studies’.) Some of the curricular 
networks were also highly valued. Yet in the early days of the Project teachers 
were som etim es an tagon ised  by what they perceived a s  the  arrogant 
pronouncernents and unreasonable dem ands of advisory staff. Thpre w as a  
feeling that som e Team members had not done ‘their homework’. They had been 
insensitive to the specific circumstances individual teachers found them selves in - 
school background; work loads; previous staff development.
Project Team members acknowledged some of these early difficulties but felt they 
had largely been redressed. They conceded their own inexperience in advisory 
work and new ness to the Borough a s  contributory factors but also pointed to 
problems with entrenched interests at school level. Significantly, only one advisory 
teacher outlined a  detailed partnership strategy for working with teachers ‘in 
school’.
(Analysis based on teacher responses to interview questions and 
questionnaires: 1,12,13,15,16,17; and interviews with Melchester
advisory staff)
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3 .4 .5  Timetabling and resourcing. (see also Section 3.4.4 above)
At W estpo in t it was the Head of CDT, W eight, who expressed anger about what 
he considered to be poor allocation of TVEl resources within the school. Due to an 
accounting error, the Department capitation had been made to heavily subsidise 
what ought to have come from TVEl funding. Further, it was difficult to use excellent 
specialist equipment efficiently in dilapidated accommodation with poor general 
services e.g. deficiencies in power supply. Often resources were insufficient for the 
number of students.
P a rk er w as also critical, arguing that more front loading of funding would have 
enabled the development of fully equipped areas from the outset and thus have 
created better motivated students. Nevertheless the approach adopted had 
facilitated auditing of provision. He further criticised the heavy central expenditure 
on the Flexible Food Outlet at the Melchester Curriculum Centre, equipped at a 
cost of over £60,000. This he perceived would have been better spent in the 
individual schools.
Other staff at W estpoin t were generally content with the level of physical 
resources but less satisfied with the timetabling, a  number of teachers calling for 
adequate blocks of time to facilitate the 'new' teaching and learning approaches. 
W eight felt that inappropriate timetabling militated against specialist teacher 
inputs into ‘Pre-voc’ modules. Interestingly, Brewer thought more ‘in house’ time 
should be set aside for evaluation of resources and preparation of the team for 
’Pre-voc’ provision.
Similar concerns about timetabling were expressed by W ren, the Torville 'Pre- 
voc' Coordinator: the need for blocks of time to accommodate the teaching and 
learning approaches and for team development. Shorter blocks of time could be 
very wasteful in term s of setting up of equipment and the collecting in of materials. 
Teachers were generally satisfied with the level of physical resourcing.
At C lapton S tree t there was a  general feeling that the long battle to secure 
adequate blocks of time for TVEl teaching had finally been won. Despite problems 
of keeping up with demand for l.T. equipment, most teachers felt that TVEl was 
generously resourced, perhaps over generously in view of the allocation of 
specialist rooms to relatively small groups of students.
In term s of the 'Pre-voc' course,Crenshaw  did not feel that senior management in 
schools, or for that matter the Central Project Team, had really grasped the amount 
of time that needed to be set aside for development.
It certainly seem s as if a  general weakness of the TVEl Project overall was lack of 
systematic monitoring and evaluation. S tapleton  felt that it would have been 
valuable to have some indication of how staff perceptions of TVEl had changed 
over the P ro ject. However, he wondered about the right balance of time to be 
given over to diagnostic monitoring and evaluation by comparison with other 
priorities. He certainly felt that the external evaluations of the schem e, by both 
North Downs University and H.M.I. had not been very helpful in pinpointing future
directions for the Project. There were still the underlying concept informing both 
S ta p le to n 's  view and those of Butler and Phillips that monitoring and 
evaluation were something ‘bolted on’ to a  project rather than an on-going, 
integral, diagnostic and formative feature of its progress.
(Analysis based on teacher responses to interview questions and 
questionnaires: 18; and interviews with Melchester advisory staff)
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3.4.6 General synopsis: prospects for the future
All W estp o in t teachers interviewed had positive things to say about TVEl but 
many had deep-seated reservations about its ultimate success.
B rew er felt it needed greater senior management commitment to team meetings 
and planning. He also doubted that the Pre-vocational Studies course had 
sufficient coherence to provide the full Social and Personal Education programme, 
describing it as Melchesteris camel, “a  horse designed by a committee.”
M cCann felt that some students became demotivated and disillusioned because 
of their own unrealistic expectations, partly fuelled at the time of enrolment. Those 
doing BIS., for instance, should not feel that it equipped them to set up their own 
businesses immediately on leaving school.
D unford  felt that the setting up of a  limited TVEl cohort actually discouraged 
students from taking TVEl courses and helped skew the cohort to the bottom of the 
academic ability range. He favoured continuation of the TVEl approach but not 
through separately identifiable course programmes.
W eight praised the curricular insight derived from TVEl but gave repeated 
warnings of the dangers of introducing specialist resources into a  learning 
ambience quite unsuited to them.
Torville staff comments were generally positive. They ranged from the benefits of 
the ‘TVEl approach’ permeating the whole curriculum to the value of innovative 
approaches to networking. R o b erts  warned of initiative overload. He saw the 
dangers of a school concentrating on more than two or three major initiatives at any 
one time, which Torville clearly was. He also asked where the invaluable extra 
staffing would go when the pump priming of TVEl funding ran out.
Again, C lap ton  S tre e t staff were anxious to stress the benefits of TVEl but there 
were concerns. G oodfellow  felt that the true potential of the programme lay in its 
moving out from what could be perceived a s  narrow vocationalism so that its 
benefits would come to be valued by more academic students. He also felt that a 
much more concerted effort was needed nationally to raise the aw areness of 
employers.
Lane strongly stressed the benefits of devolving greater trust and responsibility to 
students. Such an approach was valuable in helping them to take an adult 
approach both in seeking creative solutions to their problems and accepting the 
consequences of their actions. Other C lap to n  S tre e t teachers had greater 
reservations about such approaches, som e believing that they only really suited 
the conscientious and academically capable student. Some argued for a  less 
flexible approach for the majority of students in order to better keep track of their 
progress.
M arlon P h illip s  graphically described how the initial approaches adopted by 
TVEl tended to alienate the schools involved. It has been seen how this attitude
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may have stem m ed unrealistic expectations born of the Project Team ’s lack of 
experience and feeling of insecurity. The implications of TVEl development also 
startled many elem ents in the LE.A.. The student who counselled a  potential 
recruit to be prepared for a  shock had a  m essage that was equally applicable to all 
the players involved in the Initiative.
Stapleton endorsed these  views. When he met the Director of Education in his 
first term as Melchester Coordinator, the former had anticipated that TVEl would 
“ run on its own for four years and wouldn’t be, and this was his phrase, a ‘source of 
trouble’.”
However, the implications of TVEl had been far beyond what w as anticipated and 
indeed far beyond the remit of the initiative itself. Everyone from the Borough 
Inspectorate through senior management and staff in schools had, in Stapleton’s 
words, perceived TVEl to be a  threat to their autonomy, their control and their 
status. Gradually, many of those had come round to see  it a s  “an instrument of 
change that can support them in some of the things they want doing.”
However, all w as not perfect. Some Headteachers, said Stapleton, still perceived 
TVEl a s  a  threat - often, from teachers demanding change at the grassroots level. 
There was too a  concern about initiative overload, a  need to protect their staff, 
echoed in the term s of the letter from the Headteacher of Daisy Hill School to 
the researcher referred to in Chapter 2.
Teachers appear to most strongly espouse change when they perceive that its 
benefits are personal and long term. SEAC had only ever given provisional 
approval to modular Mode 3 GCSE syllabi and the possibility that remained with 
people throughout the development of the 'Pre-voc' programme becam e a  reality in 
1990 when the course was given only two more years to run. Clearly all involved 
in its development were demoralised. There had, a s  Polly Crenshaw pointed 
out, been a  heavy personal investment of time and effort by all concerned with the 
course. Not only was this to affect staff attitudes towards prevocational education in 
general, but som e were alienated from TVEl all together. The latter included some 
Heads who were to steer clear of any large scale commitment to TVEl Extension. 
There were, of course, other less ‘voluntary’ initiatives on the horizon. The 
dem ands of the  National Curriculum were about to consum e a  considerable 
amount of time and energy for some years to come.
(Analysis based on teacher responses to interview questions and 
questionnaires: 2,19; and interviews with Melchester advisory staff)
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3.4 .7  Borough teachers attitudes to change: a postscript based 
on two workshop sessions.
As part of the thirty day RSA-accredlted programme , the researcher organised 
and facilitated a  module on ‘Management of Change’. He was at that stage still 
clarifying his own thoughts on the nature of school-based change with particular 
focus on TVEl. He ran the workshop twice, once in May, 1988 and the second 
time, in April 1989 with some modifications in the latter.
Members of the workshop included a  number of teachers involved in developing 
GCSE 'Pre-vocational Studies well as others with responsibility for other aspects of 
TVEl curricular development. Because of the sensitive nature of some of the 
issues discussed, staff asked that they were not individually identified in description 
of the issues raised. Certainly their comments did provide very clear insights into 
the change process in Melchester schools.
Responses on the meaning of change fell into three broad categories: curriculum 
development, its m anagem ent and the issues surrounding the adoption of new 
teaching and learning approaches. The range of initiatives that the first workshop 
of 23 participants had been involved in the previous three years ran to eighteen. 
TVEl, GCSE and CPVE featured heavily a s  did profiling, developm ent of 
assessm ent schem es, Information Technology and strategies for work experience.
General reflections on the factors that helped or hindered change were also 
interesting. Support from colleagues in a  ‘team ’ situation and from senior 
m anagem ent featured highly as did the quality of INSET and advisory support. 
Time was also considered to be an important element: to allow regular meetings to 
discuss issues and to clarify aims and purpose as well allow systematic monitoring 
and evaluation. Absence of such features was seen  a s  important barriers to 
change. ‘Innovation overload’ was considered to be another barrier a s  were 
entrenched staff opposition or members' personal idiosyncrasies and a  general 
feeling of insecurity that cam e when transferring to more of a  student centred 
approach.
Many of these reflections were reiterated in subsequent activities. Staff, however, 
did not believe the Head should have an overall curricular vision for the school if 
change were to be successful; although there was universal support for the idea of 
internal school structures designed to facilitate change.
There was a  strongly pronounced view that students would be more prepared to 
endorse change were its purposes and potential benefits, in clear, positive and 
tangible terms, made clear from the outset. A majority endorsed student feedback 
a s  an important feature of the monitoring process. It was also felt that parents 
were often suspicious of change and reluctant to accept it for their children; but 
they were usually willing to trust in the school’s decisions and provide support and 
encouragement once they were clear as to the outcomes.
In terms of staff developm ent, two prominent features of the responses were the 
need to continue with teacher networks across the LE.A. and to maintain the level
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of advisory teacher support.
As an important part of the workshop, teachers were asked to collaborate on 
particular schem es of interest to them in their own establishments. The researcher 
received permission from the four members of staff, two from the W estpoin t school 
and two colleagues from other Borough schools, to reproduce som e of their 
conclusions about giving the W estpoint SPE programme, run under the 'Pre-voc' 
structure, greater credibility with students.
The difficulties identified in the SPE programme included staff m em bers' 
unwillingness to give the programme full commitment; the effects of ‘innovation 
overload’ on those members; lack of time for team planning and ‘in house’ staff 
development; a  heavy administrative load on the Coordinator and long term staff 
absenteeism  through sickness. A general strategy suggested to redress some of 
those issues w as to request a  meeting with the senior m anagem ent team  and to 
pressurise for adequate and regular meeting, planning and staff development time 
for the Team. The Coordinator should also be able to ‘recruit’ som e team members 
in future and there should be a  standardised procedure to cope with problems of 
staff absence in future. The targets were then set in a  time frame with arrangements 
for monitoring the plan. It was clear that a  number of teachers involved had never 
before approached planning for change in such a  structured manner.
Participants went on to decide the qualities, skills and knowledge required of a  
change agent. A synopsis of the 1989 workshop’s views includes an em phasis on
□ personal qualities such as persistence, consistency, sensitivity, confidence, 
imagination, humour and tact;
□ skills of organisation, negotiation, leadership, clear communication, rational 
problem solving and listening
□ a  strong picture of the ultimate benefits;
□ overall staff curriculum knowledge
□ degree of empowerment via the school hierarchy, LEA supported by
appropriate INSET provision ‘in house’ and through Borough networks.
Three INSET needs were particularly identified by those responsible for leading 
curriculum development. The ^najor priority was more work on visioning and 
longer term development planning. The other requests concerned development of 
strategies to cope with unmotivated , cynical and recalcitrant students at times of 
curriculum change; and with their teacher counterparts!
(Analysis based on transcripts of teachers' responses to two 
workshops on the ‘Management of Change' held in the modular RSA 
accredited course for Pre-vocationai Tutors. (21 May 1988; 14 April 
1989) )
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3.5 COMPARISONS OF THE OUTCOMES OF SOME NATIONAL SURVEYS ON TVEl 
1986-88 AND THE RESEARCH FINDINGS IN MELCHESTER.
National Surveys Melchester
research
* students chose TVEl mainly because 
subjects sounded interesting, it appeared 
to offer greater breadth of choice, a range 
of activities both in and out of school and 
access to new and better resources
* students felt that TVEl had a  positive 
effect on personal qualities and attitudes
* main qualities cited; team work; 
self-determination; problem solving; 
self confidence
* vast majority of students interviewed 
endorsed course as valuable
* students referred much less to change 
in knowledge and skills
* teachers and students noted profound 
changes to teaching and learning approaches
* no established concept of curriculum 
negotiation
* no major change to curriculum structure
* little attempt to integrate content of 
curricula for coherence - clear boundaries
* separate PSE curriculum time common
* where curriculum modularised, this 
largely welcomed by students
* relations between teachers and 
students had generally improved
* work experience popular
* community based learning became common
* heavy written assessm ent component 
even to practical courses
* subject choice and relative difference of content 
influenced students; variable Careers input
* majority of Melchester students would have agreed
* main qualities cited: team work; self-confidence; 
problem solving; self determination; enterprise; 
information processing skills
* a much smaller majority felt it matched expectations; 
significant minority found it a ‘bit of a let down'; 
relatively few would have given unconditional 
endorsement
* broadly mirrored in Melchester although some 
school samples made detailed and positive 
reference to skills and knowledge developed e.g. in 
Mini Enterprise; Technology.
* the same for Melchester
* the same for Melchester to a main extent e.g. 
module content sometimes allowed flexibility of 
choice
* two major modular curricular initiatives + Borough 
integrated CPVE Consortium
* modular curriculum an attempt to provide for 
curricular integration
* became part of Pre-voc modular syllabus in some 
schools
* Melchester students according to school and 
cohort gave modularity a mixed reception
* difficult to generalise; certainly a shift in relationship 
detected
* as in Melchester
* as in Melchester
* broadly the same in Melchester
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National Surveys
* choice of options mainly conformed to 
sex stereotyping
* Careers choice mainly conformed to sex 
stereotyping
* nx)re boys than girls opted for professional 
and middle management career route
* TVEl rarely directly influenced specific 
student career choice
* profiling had much importance attached 
toit
* involvement in TVEl had revitalised 
teachers
* quality of INSET not always highly 
valued by teachers
* most teachers claimed that their 
teaching and learning approaches 
not influenced by INSET
* Central Project Team usually well respected 
particularly when adopted facultative style
* teachers found the pace of change 
too rapid
* most teachers broadly shared the aims 
but felt that TVEl could be divisive
* most parents pleased that children 
involved
Melchester
research
* similar in Melchester
* similar in Melchester
* insufficient evidence from research
* Melchester students claim the same
* little evidence in research to say how important 
profiling considered
* some testified to the positive transforming' powers 
of TVEl - others found it stressful and threatening'.
* quality of INSET improved after ‘shaky* start; long 
INSET courses very highly appreciated.
* a number of Melchester teachers felt TVEl INSET 
had affected their approaches to teaching and 
learning
* Melchester CPT generally well thought of after 
‘shaky* start
* Melchester teachers would agree
* similar thoughts from some Melchester teachers
* little evidence in Melchester but some indication 
from what little students said that some parents 
remained unconvinced
(
(Main sources of national information: Barnes et al (1986); Barnes (1987) Barnes 
et al (1987); Bridgwood et al (1989); Hinckley et al (1987); Stoney et al (1986); 
Stoney (1990) )
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3 .6  R eaction  to  th e  M elchester TVEl sch em e: so m e  c o n c lu s io n s
3 .6 .1  A retu rn  to  pu rpose
The initial aim of the Melchester Technical and Vocational Education Initiative was 
to convey a  breadth of student experience 14-19 through curriculum provision that 
was enriched by technical and vocational elements There was a  commitment to 
equality of opportunity within a  core entitlement of Personal and Social Education, 
Information Technology, C areers education and guidance, work experience and 
cross curricular them es of economic aw areness, community service, vocational 
guidance and counselling. Assessment was to be both summative and formative.
The modular 'P re-voc’ational Studies GCSE programme w as introduced to 
enhance learning experience through opportunities to ‘taste’ a  range of vocational 
a reas and thereby raise student aspirations by averting gender stereotypical 
choice. The curriculum was to be delivered through active learning approaches 
aimed to develop student autonomy. Assessm ent was to be a  mixture of summative 
and formative and there was to be an integrated development of Information 
Technology skills running through all the modules. Skills of problem solving, team  
building and group work, design and creativity were also very much at the core of 
the ’Pre-voc’ational programme.
The latter was a  large agenda and it might be asked at the outset whether the 
agenda was too ambitious to achieve in one phase. Would there have been any 
benefits to phasing the development of such priorities a s  staff becam e more 
familiar with the programme or would this have destroyed the purpose of its 
existence?
Within the ’Pre-voc' provision, it was envisaged that senior m anagem ent in 
schools address a  number of issues. There were clear implications for flexibility of 
timetabling and for an on-going model of staff development. The TVEl Project 
Team would have a  central role in providing external and internal support for the 
programme. There would be the need of support system s such a s  tutoring 
provision. Someone would need to be appointed as Scheme Coordinator in each 
school. Time would have to be allocated to team meetings and to monitoring and 
evaluation of the scheme.
There were also implications for parents being kept fully informed of what their 
students were doing on the programme. For instance, they would be involved in a  
number of off-site learning activities.
3 .6 .2  The p ic tu re  a c ro ss  the  sc h o o ls
3.6.2.1 If we were to compare attitudes across the schools, then that
displayed overall by W estpo in t students was the most worrying. At its worst, in 
pockets of the more ‘traditional’ courses and for the second 'Pre-voc' cohort, it 
betrayed poor relations between students and a  num ber of their teachers; 
disaffection with subject content and an approach to learning that left the students 
confused as to direction and sometimes baffled as to purpose.
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3.6.2.2 There was also considerable criticism of a  steady and unremitting
regime of worksheets and written assignm ents. These complaints were most 
common from W estpoint ‘Pre-voc’ students.
3.G.2.3 Warnings from present students to potential recruits to TVEl included
advising them to se e  beyond the ‘Taster’ ‘packaging’ and to find out about the 
course in detail; and som e students said that TVEl was best avoided until the 
teachers them selves were clear as to what to do. The latter w as not a  prevalent 
comment, and it did not apply to Torville students, but it was evidence of the way 
that som e students at C lap ton  S tre e t, and more at W estpo in t viewed the 
course. Even more positive students counselled prospective entrants to be 
prepared for a  shock.
3.G.2.4 Despite a much more positive approach at Torville, there were still 
many students who advised future students to research the course first carefully to 
see  if it matched their career interests and whether they could cope with the hard /
work and pressure. The second ’Pre-voc' student cohort was by no m eans a s  ^
positive about the programme as its predecessors. There were som e strongly 
expressed reservations.
3.6.2.S C lap ton  S tre e t students were generally positive in endorsing TVEl
but many added the kinds of rider expressed by Torville students. Again there 
was much em phasis on being prepared for hard work.
3 .6 .3  P u rp o se , c riteria , c larity
3.6.3.1 Many students were unclear as to the underlying them e of the 'Pre- 
voc' course. They could see  only a  series of disparate and discrete modules.
When asked to comment on the outcomes of their activities, there w as a  similarly 
disparate range of responses as to what skills, understanding and knowledge they 
felt that they had derived from those modules.
3.6.3.2 Students complained that they had no idea what lay ahead of them in ‘ 
the modules, what all the different pieces of the jigsaw meant and in som e cases, 
sensed  that teachers were not very clear as to what they were doing either.
3.6.3.3 Some students found that more ‘relaxed’ approach to teaching and 
learning , as they termed it, had come as a  shock and that it was difficult to attune 
to. T orville students found least problems with the ‘new’ approaches but the 
frequency of comment from the other two schools suggests that som e of the 
teachers at least were not in control of their material. Students were bound to lose 
confidence when unclear as to what they were doing. An extreme example of this 
was the need for Westpoint students to repeat a module because the Coordinator 
had not originally covered all the assessm ent criteria.
3.6.3.4 A significant number of students valued TVEl, and the 'Pre-voc' 
course in particular, a s  paying deference to their maturity by encouraging them to 
explore topics in their own way. Whilst there were a  number of complimentary 
com m ents about the approaches to exploration of real world issues and new
teaching and learning approaches, there were however some reservations about 
whether such approaches constituted ‘proper work’ ( Were they just ’common 
knowledge’?). For instance, a  particular group in the C lap ton  S tre e t 'Pre-voc' 
sample, characterised as being ‘more able’, presumably more ‘academ ic’, felt that 
the learning approaches were not acceptable. Teachers should ‘teach m ore’. 
Presumably, in their other subjects, they did. Here was a  contrast.
3.6.3.5 Nor did all students across the schools feel that what TVEl should be 
dignified by the term ‘learning’; hence the unconscious irony of adding the word 
‘only’ to a  description of problem solving and team work skills! Learning materials 
such as worksheets were often castigated as not being proper textbooks. TVEl, in 
the words of one student, was no adequate preparation for A Levels.
3.6.3.6 There generally seem s to have been a  paucity of pre-course 
information and som e students appear to have ‘taken a  chance’, to paraphrase 
one, on opting for the course with a wide variety of motives. Thus som e had vague 
notions of being able to pick up a  range of technical and vocational skills e.g. 
shorthand and typing, and were bewildered to find a  heavy reliance on written 
assignm ents. O thers looked forward to more general practical work and the 
volume of written work came as  a  shock. Others were disappointed that there was 
not a  more specific Careers information input.
3.5.3.7 Two other disturbing features emerge from students being poorly 
informed. First, it m eant that students on the 'Pre-voc'ational Studies course, 
especially those in the second W estpo in t cohort, felt that their course would not 
lead to a  GCSE with the sam e currency as other GCSEs. Second, it seem s that 
some students were virtually pushed into TVEl as an option because it was the only 
one available for students perceived to be of low ability.
3.6.3.8 Not all surprises were of a  disappointing nature and som e students 
remarked positively on the greater degree of autonomy available to them in their 
study; and to individual positive elements of the course that they had enjoyed, 
these might comprise particular modules or activities or insights into new and 
different skills areas. Work experience was generally popular, too. Indeed som e 
students called for more of it. However, a  significant number of students appear to 
have based such an important choice on sparse information.
3.G.3.9 Where students from across the schools had attended ‘taster events’,
they felt that they had promisecf much more than ultimately w as delivered. There 
was a  feeling that ta s te rs ’ had glamourised the courses most particularly in term s 
of Technology. There had been an enthusiastic ‘over-sell’ by teach e rs  and 
advisory staff concerned. Hence courses did not meet expectations.
3.6.3.10 Not surprisingly, students were more motivated when they were clear 
as to what they were doing. If they complained about fiddling with Lego or 
designing post boxes, it was because they could not see  the point to what they 
were doing. It appears that occasionally teachers thought an activity intrinsically 
interesting so that it stood on its own merits; figuring that the principles behind it 
would become apparent at some stage; be ‘caught’ rather than ‘taught’ .
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3.6.3.11 Greatest satisfaction was derived from working on modules like Mini 
Enterprise or Technology. Whether this was because the general purpose of the 
module was made more explicit by the teacher is hard to tell from student feedback.
We might want to assum e that since most students went to a  TVEl Advisory 
Teacher, Annie Bradawl, for the Mini Enterprise module, that aims and objectives 
were made more explicit, it also seem s likely that students had som e immediate 
sign of achievement and.thus satisfaction as a  result of their labours. Where they 
were successful, this undoubtedly did much for their self esteem.
3.6.3.12 There was an assumption amongst those who designed the 'Pre-voc' 
course that students would naturally find the ‘menu’ interesting. The curriculum 
was given and there appeared to be no opportunity to help shape it subsequently 
or to feed back perceptions of it. Teachers might well have part ‘owned’ the 
schem e in terms of developing and writing the course materials but there seem ed 
to have been no m eans of gauging consum er satisfaction. Problems with the 
schem e, thought Phillips, were the outcome of initiative overload; a  limited fund (  
of expertise within a  small LEA, writing modules but also involved in a  range of
other initiatives. Whilst that might be part of the explanation, it should also be said 
that there appeared to be no channels for feedback from the students as to their 
perceptions of the value of what they were doing.
3 .6 .4  S tu d e n t skill developm en t
3.6.4.1 Even the most grudging of students referred to the development of 
personal initiative and team work skills and there was ample evidence to suggest 
that across all schools, students were developing more structured approaches to 
problem solving and something of a  wider perspective on ‘real world ‘ issues and 
the ability to use information processing skills. However, there w as evidence to 
suggest that there was insufficient differentiation to meet the full range of student 
needs, most particularly at W estpoint.
3.6.4.2 Whilst the 'Pre-voc' course may have helped students to develop a   ^
broader perspective of the world of work, students felt that it had not, with very few 
exceptions, helped them to arrive at specific career decisions. A slightly larger 
number of students on non-'Pre-voc'ational courses might have been influenced
thus but not to any significant degree. The TVEl programme had not fulfilled its 
core commitment to Careers guidance except in a general sense.
3.6.4.3 There appears to have been little of a  specific Careers element built 
into the courses on either traditipnal’ or 'Pre-voc' TVEl programmes in Melchester 
except work experience. Whilst it might appear possible to ‘pick up’ som e insight 
from more specific courses such as BIS and Technology, there appears to have 
been little chance to reflect on such issues whilst on a  course like the ’Pre-voc’, 
often taught by teaching team not selected for its Careers expertise. Further the 
carousel of modules appeared to provide little opportunity for a Careers input.
3.6.4.4. The need for greater expertise in counselling and guidance work was 
soon to be recognised by the rapidly growing demand in M elchester for staff 
development on tutoring skills.
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3 .6 .5  E qual O p p o rtu n ities  a w a re n e s s
3.6.5.1 Despite the importance of Equal Opportunities in the aims of TVEl, 
and specific efforts to focus the 'Pre-voc' course towards helping students become 
more aware of occupational areas not traditionally associated with their gender, 
there were no indications that in any of the student cohorts had this been 
addressed effectively. Nor did there appear to be overall strategies with the 'Pre- 
voc' course to approach these issues.
3 .6 .6  M ale and  fem ale rea c tio n s
3.6.6.1 Overall, female students reacted more favourably to their TVEl course 
than male students. The reasons for this are difficult to discern. One reason may 
have been the greater maturity of young women at 15 and 16 to take on self- 
directed learning tasks. Another might have stemmed from the large percentage 
Torville A cadem y presence in the female sample and that w as undoubtedly the 
school furthest down the road in terms of TVEl teaching and learning approaches.'
3 .6 .7  E ffects of ap p ro a ch e s  to  teach in g  and  learn ing
3.6.7.1 A significant number of students across the schools in all three
cohorts commented on the the change in teaching and learning styles brought by 
TVEl, and particularly by the 'Pre-voc' course. T hese app roaches were 
characterised by a  more flexible and relaxed approach to learning; a  greater 
degree of discussion; a  less didactic approach to teaching; em phasis on group 
work; investigative work; problem solving; project work and assignm ents; review 
and action planning. There was also a  broader portfolio of teaching and learning 
approaches used  but an unevenness across the schools with the evidence 
suggesting that Torville students perhaps had access to the broadest one; and 
those at W estpo in t were much less privileged.
3.6.7.2 The most positive response to the teaching and learning approaches 
cam e from girls, and in particular Torville students. Whilst the evidence from 
students was such as not to give a  clear reason, it seem s that TVEl provided less of 
an imaginative leap for Torville students than it did, say, for those at W estpo in t. 
Having worked with both schools prior to TVEl and in its early formative years, the 
researcher could see  that within the traditions established by the two schools. 
While the Business Studies and Information Technology departm ents at Torville 
had pioneered new qualifications, thereby ensuring that TVEl cam e less a s  a  
culture shock to both staff and students, W estpo ln t’s  Technology provision had 
moved little way beyond traditional woodworking and metalworking skills. The new 
Head of CDT, W eig h t, was to make large inroads into changing the school 
approach to Technology but the process was only in its infancy. The TVEl 
Coordinator in the School was an extremely able teacher of Computer Studies; not 
sympathetically disposed towards the cross curricular applications of Information 
Technology.
3.6.7.3 Som e teachers more than others found it difficult to cope with the 
dem ands of student centred experiential learning. This was even true of som e
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Torville staff. Some found it difficult to ‘let go’ in terms of the traditional discipline 
they had always expected and this came through in several statem ents about fears 
concerning greater student autonomy. This could be seen as  a  challenge and a 
loss of respect for teachers. Those who were trying to cope with the abandonment 
of long established practice were candid a s  to the difficulties they were having. 
Others were clearly to lose ‘control’ and there were a  number of complaints from 
students who might otherwise had been committed to the aims of TVEl, that the 
‘new’ approaches had basically brought mayhem and led to disruption, preventing 
students who wanted to work from doing so. In their minds, change of this kind 
was a  lack of organisation, particularly when coupled with teacher uncertainty as to 
material or failure to give individual attention.
3 .6 .8  M eeting Individual s tu d e n t n e ed s
3.6.8.1 Where different teachers were responsible for different modules, 
some modules cam e over as more interesting because of their approach. This 
was not simply a  matter of teacher personality.
3.6.8.2 Som e students struggled to complete written assignm ents while 
others found practical work both perplexing and threatening. There seem s to have 
been precious little effort to vary teaching approaches to meet individual needs; 
and the pressure to complete modules on the ‘Pre-voc’ational course made any 
prolonged student absence fatal. Teachers did not appear to be on hand to enable 
young people to ‘catch up’. Nor was the pace of teaching always congenial with 
students complaining about a  rush to finish modules at the end. If anything those 
students deem ed ‘more able’ felt that they had derived more from the modules than 
those deem ed less so.
3.6.8.3 There was a  concern expressed by several teachers from across the 
schools that the courses, particularly ’Pre-voc’, were insufficiently differentiated to 
meet the range of student needs and abilities. Some teachers felt that the 
approaches to teaching and learning adopted would better serve the range of 
individual student needs and paces of learning; but they shared a  concern about 
the needs of the ‘quiet middle’, those that somehow got m issed because the 
teacher was giving over-long to the students with the most pronounced difficulties.
3.6.8.4 Making 'Pre-voc'ational Studies a  compulsory element in a  student’s 
curricular programme, as at W estpo in t, or a  part of a  ‘package’, a s  at Torville 
and  C lap ton  S tre e t, automatically caused resentment. The majority of hostile 
comments cam e from those who had found themselves constrained into taking the 
’Pre-voc’ course. They, not unnaturally, complained about its lack of personal 
relevance and about the amount of hard work involved.
3.6.8.5 The creation of student TVEl cohorts, in some peoples’ eyes, fostered 
the recruitment of students of middle to low academic ability to the programme and 
certainly the large majority of students who completed questionnaires or were 
interviewed fell into that category. There was much talk about spreading the TVEl 
m essage across the curriculum but the reality in many people’s minds was that it 
was a  programme for the lower achiever.
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3.6 .9  Relationship between teacher and learner
3.6.9.1 Most TVEI groups appear to have been smaller than the norm and 
some students felt that they had benefitted from more individual attention from the 
teacher. This of course depended on the com petence and confidence of the 
teacher concerned and as it was perceived, the relationship between teacher and 
learner. The most positive comments in that respect came from Torville students. 
While students there had to work on problems for them selves, they still felt there 
was a  framework of guidance and support from their teachers. Students elsewhere 
did not sense the existence of such a  firm basis of support ; and thus som e of therm 
floundered.
3.G.9.2 At W estpo in t, there was a  call for more teacher help which would
appear to suggest that students there were less used to working on their own and 
assuming autonomy for what they were doing. ‘Academic’ students, in particular, 
appear to have found it difficult to cope with the more open ended approach to 
learning. T eachers did not appear to be on hand to give support. Nor were 
practicality and relevance cast iron criteria of student interest if they felt confused 
as to how to approach topics. At C lapton S tree t the student reaction w as more 
mixed. It w as more positive towards its original Community Studies modular 
schem e than it w as to the 'Pre-voc' GOSE. On the 'Pre-voc' course, there were 
several unenthusiastic  or inexperienced teachers brought in w hereas the 
Community Studies course was the outcome of the commitment of enthusiasts.
3.6.9.S To begin with a  number of teachers had misgivings about TVEI in
terms of what appeared to be its’ heavy vocational emphasis but these  ideas had 
largely evaporated with practice. It was clear that a  number of teachers, notably 
those at W estpo in t, had been disappointed by the outcomes of TVEI however. A 
major source of disappointment w as the lack of motivation, and som etim es 
‘ingenuity’, displayed by the students. It was clear that those teachers had tended 
to see  the lack of enthusiasm as  an inherent problem on the student’s  part, typified 
by the comments of one teacher on a  group of students he ‘"detested” or another 
on the sabotage inherent in the ‘W estpoin t boy ' They had not evaluated what 
they had done and found themselves wanting! A similar approach had been taken 
by some of the C lapton S treet teachers, including the 'Pre-voc' Coordinator. She 
had used the terminology ‘dregs’ which implied that some teachers remained 
unaware of the tendency for low expectations to produce low outcomes.
3.6.9.4 However, another C lapton S tree t teacher was very clear that it was
an error to assum e that students took readily to new approaches. They needed 
support with study skills. The less able, it was felt, particularly struggled to make 
sense of open ended approaches. At W estpoint, too, the param eters of flexibility 
were relatively narrow in certain curricular areas, either because course syllabi 
made that the case, as with BIS, or because, as with some modules, it was felt that 
students were highly constrained by the attainment descriptors In certain areas. 
The param eters also varied to a  degree at Torville for many of the sam e reasons. 
However som e individual teachers were more intent on handing over the 
responsibility to the students for their own learning than others.
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3.6.9.S The W estpo in t Coordinator had recognised som e of the issues the 
students them selves faced when he acknowledged that in the first three years of 
the secondary school they often had to ‘unlearn’ much of the good practice they 
had learned in the primary school. Now they were being asked to pick it up again; 
and, as several other teachers pointed out, they were still facing more ‘traditional’ 
expectations elsewhere. Clearly they needed structured support. It was not simply 
a  matter of hoping they would thrive on a  diet of different information and fresh 
approaches to learning.
3.G.9.6 It seem s that the more reflective teachers were giving that support and 
recognising the value of staff development in areas such as tutoring; helping 
students to set targets and plan action. Yet there were substantial differences of 
opinion a s  to what counselling and guidance entailed. There was considerable 
debate a s  to the degree of formality that should be involved in the process and the 
time that could be committed to it. Other staff felt that it was only for the ‘problem’ 
students, almost involving a  policing kind of role. Clearly there w as som e way to 
go in many instances towards the concept of tutor support at the point of learning.
3.G.9.7 It was also recognised that parental support was needed in helping 
students to make sen se  of the course at the outset and to maintain their 
enthusiasm throughout it. At one of the workshops on Management of Change 
referred to, several 'Pre-voc' teachers spoke of the fact that parents tended to be 
conservative in their educational outlook and naturally reluctant to put their children 
‘at risk’ on new courses. Staff needed to tap in to the trust that parents traditionally 
reposed in school management decisions and the abundant fund of goodwill 
generally in evidence to support those decisions. As yet it appeared  that the 
support of parents was not a  factor that most schools had addressed seriously.
3.G.9.8. It w as clear too from the debates going on between teachers at all
three schools that few were willing to ditch entirely ‘tried and tested’ approaches, 
particularly if it m eant them losing a  degree of control within the classroom 
situation, (see below)
3.G.1Q A s se ssm e n t is su e s
3.6.10.1 The notion of continuous assessm ent was welcomed but there were
complaints about the repetitiveness of assignm ent work and the rush to meet 
deadlines across all three schools, including Torville. There was undoubtedly a 
concern, most pronounced on the 'Pre-voc' course, to justify assessm ent through 
the rigours of written evidence. To justify the change to a  Mode 3 to SE AC and 
BEG, it appeared to be necessary to take such an approach. A similar form of 
complaint was to come from Diploma students at St. Matthias High School, 
Priestmoor and continues to be a  source of student discontent with GNVQ. If there 
was to be no examination then parity of esteem  it appears could only be justified 
by student ability to complete large quantities of writing. In a  sense  here was a 
facet of change over which there could be no fundamental control at local level.
3.6.10.2 The assessm ent criteria devised for the 'Pre-voc' course were of a
Byzantine complexity. They defeated most students. A significant number claimed
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to be unaware a s  to why they had achieved particular marks and many across the 
schools felt the assessm ent scheme to be unfair either because it had not taken 
into account the effort they had put into projects or because some of the best marks 
had been ‘ignored’ in the moderation process. Some C lapton S tre e t students 
had given up taking much notice of what marks they achieved and members of the 
first W e s tp o in t ’Pre-vocational’ group had become disillusioned by low marks 
which they had been unable to account for. Disturbing remarks by a  C lap to n  
S tree t student pointed to fear of victimisation by a  teacher for querying her mark. 
Clearly, even at Torville, assessm ent was seen as a  ‘bolt on’ rather than a  means 
of dialogue between student and teacher about learning. It was not integrated into 
the learning process and was not seen a s  a basis for action planning and future 
goal setting. It is little wonder that it caused some cynicism about the course.
3.6.10.3 The teachers themselves recognised the difficulties that confronted 
the students in the assessm ent process. Students do not always seem  to have 
been given full information about the attainment descriptors for the 'Pre-voc' course 
but even where an effort at explanation had been made, students still struggled as 
to meaning. Even Project Team members attached to the individual schools were 
finding it difficult to give clear guidance.
3.6.10.4 There was also concerns about unfairness in the system. Crenshaw, 
in her interview, gave a  graphic description of the head ach es cau sed  by 
moderation; and in turn, lack of direction from the examining board in assessm ent 
matters. Of course, the examining body, in turn, was receiving little encouragement 
from SEAC.
3.6.10.5 If assessm en t is to be seen  as a m eans of communicating to the 
student the state of progress with his or her learning and a  signal of where to aim 
for further developm ent, then here w as the suprem e irony. The ‘Pre-voc’ 
programme had been partly targeted at those students who had not been able to 
show their qualities to best advantage within the formal academ ic curriculum yet a 
paper-heavy and difficult to fathom assessm ent system only served to confuse all 
concerned.
3 .6 .1 1  M eeting te a c h e r  n e e d s
3.6.11.1 The majority of Melchester teachers felt poorly prepared for TVEI 
There was little done by way of induction and those teachers who were committed 
to its aims did so out of some vague picture of its possible potential.
3.6.11.2 If TVEI had come as a  considerable shock to som e students, it also 
had something of a  similar effect on the L.E.A. : at classroom level, school senior 
management level and Borough administrative level too. It appeared to pose a 
threat to the traditional measure of of autonomy enjoyed by schools and as such it 
was resented. It had been introduced at a  time of industrial unrest too so it was not 
off to a  propitious start. Any call for radical changes in classroom approach could 
hardly have been worse timed. Teachers had often been instructed by their schools 
to get involved and there was resentm ent at an Advisory Team recruited from 
outside the LE.A.
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3.6.11.3 On the level of classroom practice, TVEI posed fundamental 
challenges to long established approaches. Many teachers feared to begin with 
that such changes would make them inadequate and feel deskilled. That came 
out in a  number of teacher interviews a s  well as being a view expressed by 
members of the Central Project Team. Change initially outstripped the ability of 
staff development programmes to cope with it and staff had little sense  of 
ownership of what they were involved in.
3.6.11.4 It was a  small triumph when Headteachers gave joint endorsement to 
the GCSE 'Pre-voc' course. It signalled a recognition that TVEI need not pose a 
threat but could serve a s  an instrument of positive change in support of what 
schools saw as their priorities.
3.6.11.5 Only by the time of the 'Pre-voc' course were teachers coming to feel 
more confident with the ‘new’ approaches. Teachers were reflecting more on their 
facilitative role and wanting to try more varied teaching and learning approaches 
and target their staff development in new and different areas. The degree of that 
confidence varied from school to school. It was probably strongest at Torvil 
Academy even though its’ staff found effective experiential learning approaches 
were heavy on preparation and effort.
3.6.11.6 Some C lap ton  S tre e t staff, too, had clearly given a  great deal of 
thought to the ‘new’ approaches and had som e interesting and pertinent 
observations. They, too, were wondering to what degree they could ‘let go’ in 
teaching. They worried about sacrificing knowledge and understanding to skill 
development and many continued to express the need for the occasional didactic 
input. Moreover what was the opportunity cost of abandoning such inputs? There 
w as much debate  a s  to which students would benefit from open learning 
approaches and those who would suffer accordingly. The debate was continuing. 
A number of teachers wondered how to persuade their more sceptical colleagues 
because their success to a  degree depended on the goodwill of staff not involved 
in TVEI teaching. Some were keen to adopt new methods but were unwilling to 
throw what they perceived to be more traditional, but effective, approaches away.
3.6.11.7 The Torville 'Pre-voc' Coordinator saw herself a s  being diplomatic 
mediator in the reflective debate taking place on teaching and learning. Other 
Coordinators interviewed did not see their role in this light.
3.6.11.8 Despite the thorough-going approaches to setting up and supporting 
the 'Pre-voc' course, and to give teachers ‘ownership’, many staff still felt under 
prepared for delivering the course; indeed the C lap to n  S tre e t  'Pre-voc' 
Coordinator said that she had never felt less prepared for teaching a course. 
Perhaps that complaint was at th e .b ack  of C r e n s h a w ’s mind when she 
recognised the problems that were still experienced by ‘TVEI novice’ teachers. 
Whilst it was laudable to devolve ownership more widely, she recognised that it 
might have been more helpful if teachers had worked initially to tighter guidelines 
and constraints. It is a  moot point a s  to how far all teachers on the modular 
programme did have ‘ownership’ of a scheme set up by some of their colleagues.
I t
3.6.11.9 Anofter issue w as innovation ‘overload’ . We know from P h illip s ’s 
comments that theos was a  limited resource of committed staff with the requisite 
expertise to takiforward a  range of curricular initiatives and they were often 
involved in seveig at the sam e time. There were undoubtedly staff feeling the 
strain who could %% devote sufficient time to any job that they had in hand. The 
issue was highlig^led in the discussions at the workshops on ‘M anagement of 
Change’. .
3.6.11.10 Hc»wer, there were teachers who paid eloquent testimony to the 
quality of TVEI BISET at interview. The RSA accredited Thirty Day course for ’Pre- 
vocational Tutors and that for Information Technology were particularly singled out 
but other courses were referred to as well. Those who had been members of the 
Borough ’Pre-votf Working Party had found that experience to be invaluable staff 
development too.
3.6.11.11 Most teachers singled out individual members of the Project team for 
the quality of st^developm ent provided. The Melchester Curriculum Centre, as a  
central Project resource with its support staff, had its part to play in establishing a  
powerful ambience of support.
3.6.11.12 T hae was however some feeling that the advisory staff had not fully 
appreciated the e^lications of the ’Pre-voc’ course at the outset and also that 
there was a  degree of ‘hard sell’ involved. However, the team had generally raised 
its credibility as support for staff development since the Project’s early days when it 
was accused of iosensitivity and unrealistic expectations by the Borough schools. 
The team had proren itself in the ‘field’ to some extent and had modified its attitude
3.6.11.13 It was tacitly accepted by som e members of the Project Advisory 
Team that their own initial inexperience and lack of induction training had meant 
they had made mistakes in term s of expectations. Yet accusations concerning 
arrogance from schools might have equally been the result of the team presuming 
to have a  say in policy rather than simply acting as ‘in house’ support. It had to be 
acknowledged too that the team was charged with achieving a great deal in the 
Project, within relatively tight time constraints. As one of their associate members 
reminded the researcher, however, little could be achieved without working 
alongside teachers in a  learning partnership embodying mutual respect. It seem ed 
that still too little support was being given by the Team to their appointed ‘change 
agents’ ‘in house*; and that support , as  one of the associate Advisory Teachers 
had observed, was an important form of reassurance during the change process.
3.6.11.14 The quality of coordination of both the full TVEI schem e in the school 
and of the ’Pre-voc' scheme were central to the quality of both course provision and 
staff development within the schools.
3.6.11.15 In the 'Pre-voc' course, for instance, Crenshaw stressed  the crucial 
importance of collaborative team  work to planning of modular provision, the 
dissemination of information and essential INSET. The Coordinator was the link 
with the Project team and the ‘change agent' within the school. This point had 
been made clear at the outset to senior management. Yet the quality of provision
in this respect was variable; and it is not clear whether there was ever a common 
vision of how a change agent should operate or be supported.
3.6.11.16 W estp o in t had made allocation of time to 'Pre-voc' meetings a  low 
priority and forced the Coordinator into the role of ‘one man band’ in all real senses 
except delivery. Here w as a team  that had no time to plan its own staff 
development, or even routine administration to some extent, and was riven by staff 
absenteeism . On the other hand, the C lapton S tree t Coordinator was unable to 
motivate certain m em bers of her team  and conflict was emerging. Even at 
Torville, a  less than satisfactory situation existed in term s of time allocation to 
meetings but the Coordinator was appreciated for the vision she had of her role 
and the effort she brought to it. The team approach to the 'Pre-voc' course was 
thus stronger there  than in the other two schools. The C lap to n  S tre e t 
Coordinator stressed  how the effects of a  disunited teaching team  could filter 
through to the students and create uncertainty in their attitudes and approach.
3.6.11.17 Time for meeting and development and blocks of time to facilitate 
effective course delivery were the major shortage in terms of TVEI resourcing. The 
time issue was one that still needed to be grasped by senior management. With a  
few marked exceptions, the schools in question felt them selves reasonably well 
resourced as far a  equipment was concerned.
3.6.11.18 The personality and approach of any Coordinator, be they 
responsible for the whole schem e, the 'Pre-voc' course. Social and Personal 
Education or whatever, undoubtedly had a  strong influence on the quality of 
provision in that establishment. It seem ed that Coordinators were sometimes 
nominated by senior management without particular regard to their interpersonal 
skills, qualities of team  leadership or curricular vision. The W e s tp o in t TVEI 
tea m ’, for instance, seem s to have operated as separate units. Meetings were no 
more than administration of ‘business’ and not the foci of curricular discussion.
3.6.11.19 The most effective team  leaders on the 'Pre-voc' programme were 
those with a  clear philosophy of what the course was trying to achieve for young 
people, They were responsible for a  committed delivery team , presided over 
structured m anagem ent team meetings and allowed a free exchange of views on 
curricular a s  well as  administrative issues. They also had a  structured approach to 
monitoring and evaluation; something that had been by no m eans widespread 
within M elchester TVEI other than as a  tool of accountability. The Borough 
Coordinator felt that a  serious problem with the Melchester TVEI Project as a  whole 
had been the relative lack of system atic internal diagnostic monitoring and 
evaluation.
3.6.11.20 Some teachers in each of the schools had also been involved in team 
teaching and this too had proven to be an excellent form of staff development in 
terms of sharing and shaping ideas and strategies. However, such approaches 
were under threat because of the staffing commitment involved. External resource 
constraints were beginning to have their effect.
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3.6.11.21 Despite all efforts to ensure that the 'Pre-voc' course gave greater 
ownership to the staff involved, members of the Project Team still felt that senior 
m anagem ent in som e schools was making decisions that displayed neither 
commitment to the philosophy of the course nor to one of staff consultation. The 
evidence from staff comments at a  Management of Change workshop indicates that 
they were not sure that they could rely on ongoing support from senior 
m anagem ent for they were not convinced their Heads and Deputies had a  long 
term curricular vision for their schools.
3.6.11.22 The latter point was illustrated in the move at W e s tp o in t  to 
incorporate Social and Personal Education within the 'Pre-voc' framework; a  move 
by the Deputy Head which ran counter to the kind of development work done by the 
SPE Coordinator over the previous two years.
3.6.11.23 As both the Project Director and a  member of his team  remarked, 
ultimately the degree of success was determined by the prevailing ethos; one of 
commitment to the aims of TVEI, of senior management support for those aims and 
facilitation of their developm ent,. and of partnership within the staff team  and with 
the students. Those present at the Management of Change workshops referred to, 
stressed the importance of that partnership and listening to student views. Prior to 
this piece of research there seem s to have been little effort to do th a t .
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C h ap te r 4. S tu d en t re s p o n se s  to  th e  Diploma of V ocational E duca tion : 
S tu d en t Q uestionna ires , S tu d en t and  Staff In terv iew s and  
p e rso n a l o b se rv a tio n s  a t th e  S t.M atth ias High S ch o o l.
4.1 The make up of the student questionnaire sample
Two hundred and five students enrolled in the St. Matthias High School Sixth 
Form, Priestmoor, in September 1992. Technically all were Diploma 
students although only 95 would ultimately claim their full Diploma 
certificates, having completed the requisite number of modules. In the words 
of B ridge t D onahue, the Coordinator, “ about twenty more students” 
applied for their Record of Achievement. She ascertained something of a 
rush for these at the time of UCAS applications In the Autumn Term of 1993 
when it was clear that these could add a dimension to the personal 
statem ents requested by higher education institutions.
The experience of a  Diploma student could vary widely. As an example, a 
basic elements of entitlement for an A Level student would be:
□ completion of the Introductory and Exploratory Modules, which 
represented a deepening level of career exploration;
□ development of core skills, technically assessed  through all aspects 
of the students Sixth form programme;
□ Diploma Time on a Thurscteiy afternoon where students could pick up 
a range of specialist modules with designated staff;
□ tutorial time in which to explore further the career aspects of the 
programme;
□ individual ‘one to one' sessions with form tutors of up to an hour with 
a guaranteed minimum of two per term. (Form tutors were also 
members of the Diploma Team)
□ two weeks work experience.
Levels of entitlement varied for other one and two year Sixth formers. There 
was a complexity of arrangements involving a range of dual accreditation 
approaches working from a matrix of Preparatory Modules to GCSE and 
NVQ options. Some students opted for specific Diploma Preparatory 
Modules tied in to a day’s  study at Tinwater Tertiary College or Sheephead, 
the Westshire College of Agriculture and Horticulture. Such 
arrangem ents had a long pedigree In Westshire and in the case of Tinwater 
and Sunnyboume College of Further Education, there were long 
established regional link arrangements with their ancestry in the early days 
ofCPVE.
A substantial number of A Level students appear to have opted for discrete 
Preparatory Modules such as ‘Preparation for Higher Education' or 
‘Preparation for Teaching’. With the exception of the latter and those 
modules that could be readily accredited a work experience placement, 
most students sought assessm ent and accreditation for their other modules 
through their mainstream subjects. In many instances this w as something of
an ad hoc process. Subject teachers often had a  sketchy awareness of the 
Diploma and when confronted with the module specifications were uncertain 
a s  to the assessm ent criteria or quite how the students had demonstrated 
the competences they claimed. Indeed, It was by no means clear that many 
of the skills listed in the modules could be demonstrated in mainstream 
subject lessons or in anything but a vocational context (as the interview with 
B ridget D o n ah u e  testifies).
From the original 2 0 5  students, 1 5 6  completed questionnaires:
104 were on a two year course programme:
99 were A Level students (6 0 male and 3 5 female) ;
5 were NVQ Level 3 students (all female).
5 2 were on a  one year course programme:
4 0 were sitting a  mixture of GCSE ‘retakes’ and GCSE ‘Mature’ 
examinations (1 8 female and 2 2 male);
1 2 were NVQ Level 2 students (1 0 female and 2 male).
There was a  variety of combinations within these broad 
classifications- For instance, A Level students were resitting 
GCSEs and NVQ students taking som e GCSEs as  well. To add to 
the complexity of the picture, some students were on a  one year 
programme basically targeted at GCSE but also taking A Level Art
A sample of questionnaires was taken for the A Level students 
reducing the number to 51 overall but in such a way that the male 
and female numbers were broadly t>alanced: 2 6 females and 25 
males. The remainder of students were not reduced in order to get 
som e balance of representation between numbers on the other 
courses and A Level. Figures for GCSE were relatively even In 
terms of gender but those for NVQ at both levels were heavily 
female dominated.
In analysing the questionnaire responses the following tod  were chosen:
(1 ) the overall student response to aspects of Diploma provision;
(2) the difference In response, if any, between students on different 
courses;
(3) the difference in response between male and female stuctents overall, 
if any, and between those on different course programmes;
(4) the connection between student response and choice of Preparatory 
Modules;
(5) the responses of those who were on College link programmes in 
terms of overall satisfaction with the programme.
In considering the kinds of issue referred to in 4.13 below, the student 
sam ples had to be reduced. This was mainly because som e gave no details 
a s  to Preparatory Module choice. This was particularly marked in the case  
of the GCSE sample but it occurred in all areas; the overall total of students 
In the sample falling from 10  4 to 8 9.
The sam e words of caution apply to the following analysis as did to the 
analysis in Chapter 3 which looked for comparisons across the different 
Melchester schools.
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.2  R e sp o n se s  to  th e  Diploma q u estio n n a ire
• .2,1.What have your Diploma lessons contributed to your Sixth form programme?
A Level NVQ3 GCSE NVQ2 TOTAL
M F M F M F M F M F
V X V X V X V X V X V X V X V X V X V X
.1 better insight into career choice 15 0 6 0 0 0 2 3 10 12 10 8 ' 2 0 9 1 27 22 37 22
.2 different aspects of world of 
work
18 8 9 16 0 0 1 4 15 7 7 11 2 0 1 9 35 15 18 40
1.3 different approaches to work 
from other courses
8 11 16 6 0 0 2 3 12 9 5 13 1 1 3 7 22 21 26 29
1.4
\
personal and social skills 8 17 3 22 0 0 1 4 5 17 5 13 1 1 1 9 14 35 10 48
i ' .S discuss progress and action 
plan
18 7 12 13 0 0 3 2 16 6 12 6 2 0 8 2 36 13 35 23
1.6 develop Record of 
Achievement
12 13 9 16 0 0 3 2 6 16 10 8 1 1 6 4 19 30 28 30
1.7 say in own assessment 11 14 8 17 0 0 2 3 14 8 9 9 1 1 7 3 26 23 26 32
1.8 self-efficacy outside school 13 12 5 20 0 0 4 1 14 8 9 9 1 1 5 5 28 21 23 35
|l.9 credited with out of school 
achievements
9 16 5 20 0 0 0 5 8 1^ 7 11 1 1 3 7 18 31 15 43
1.10 clearer Idea of post-school
i mute
13 12 14 11 0 0 2 3 13 9 11 7 1 1 8 2 27 22 35 23
I
i1.11 Study skills 3 22 2 23 0 0 0 5 2 2C 3 15 0 2 0 10 5 44 5 53
i<ote: Vdenotes ‘agree’ and x denotes ‘disagree’ for this and all ensuing tables).
A majority of students overall felt that the Diploma had given them a greater insight into career 
choice: 55 p.c. of male students and nearly 63 p.c. of female students. However, a  majority of the 
male GCSE student sample did not feel they had been helped in this respect nor did a majority of 
the all female NVQ3 student sample.
There were also slim majorities of students who felt that the programme had given them a clearer 
notion of a post-school route forward; but a  similar minority for the NVQ3 sample again.
There was a significant majority of students which felt that Diploma lessons enôouraged discussion 
of academic progress and action planning. The latter was the case  in all course categories and 
gender sub-categories. Overall, over 73 p.c. of male students and over 60 p.c. of female students 
agreed with this.
There was a substantial majority of students which felt that the Diploma had not helped with the 
development of personal and social skills. Less than 30 p.c. of male students and 20 p.c. of female 
students considered the programme had helped them in that respect and the trend was mirrored 
across all the course categories for both males and females.
There was a  comparable substantial majority of students which did not feel 
that it had been helped to accredit ‘out of school' achievements; just over 
64 p.c. of males and 74 p.c. of females.
This was also the case  with regard to recording achievement where the 
number of people who felt they had been encouraged were in a  minority: 
under 40 p.c. for males and just over 48 p.c. for females. Although a  majority 
of females in the GCSE and two NVQ categories felt that it had helped them 
In this respect.
Only about one in ten students in the samples believed that the Diploma 
had helped them to develop study skills.
Other areas contianed some disparity of response between male and female 
students. For instance, a  small majority of male students felt that it had been 
encouraged to take a  role in its own assessm ent but less than half the 
females. A small majority of male students noted different approaches to 
work but only a  minority of females.
There w as a  greater disparity over how the programme portrayed different 
aspects of the world of work with the male figure of 65 p.c. more than double 
that for females. While 57 p.c. of males agreed that the Diploma helped the 
development of qualities of self advocacy, less than 40 p.c. of females did.
The disparity concerning assessm ent was most marked with A Level female 
students but the trend was prevalent in all areas. There was a  sharp 
disparity between male and female NVQ2 students on the question relating 
to different aspects of the world of work.
Overall, there appears to have t^een little difference in attitude towards the 
Diploma between A Level and GCSE students. NVQ2 students were 
generally more positive, perhaps because approaches to learning were 
more similar than for the other courses, if anything, and it is difficult to judge 
on a  small sample, NVQ3 students were more negative in their approach.
Overall, female students tended to be less positive in their responses to this 
question than males: just under 40 p.c. of positive responses by comparison 
with 53 p.c. for the males. Positive responses were under 46 p.c. overall.
For A Level, positive responses from male students were nearly 47.5 p.c. 
and from female students, nearly 36.5 p.c. Overall the positive response 
percentage for A Level students was just over 41.5 p.c. For NVQ3, all female 
students, tfiere were 38 p.c. positive response. GCSE male students gave 
nearly 48 p.c. positive response and female students, just under 44.5 p.c. 
Overall the positive response percentage for GCSE ^uden ts was just over 
46 p.c.
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4.2 Responses to questionnaire
4.2,2 .What parts o f your programme have you found particu larly useful?
A Level NVQ3 GCSE NVQ2 TOTAL
M F M F M F M F M F
V X V X V X V X V X V X V X V X V X V X
2.1 Introductory Module 6 19 7 18 0 0 4 1 4 18 7 11 2 0 4 6 12 37 22 36
2.2 Exploratory Module 12 13 5 20 0 0 2 3 7 15 10 8 1 1 6 4 20 29 23 35
2.3 Preparatory Modules 15 10 11 14 0 0 3 2 10 12 8 10 2 0 8 2 27 22 30 28
. 4 Work Experience 25 0 21 4 0 0 5 0 20 2 18 0 2 0 10 0 47 2 54 4
2.5
)
b.6
Recording personal skills and 
achievements
3 22 5 20 0 0 2 3 8 14 5 13 1 1 2 8 12 37 14 44
Action planning 9 16 10 15 0 0 4 1 10 12 7 11 1 1 8 2 20 29 29 29
Learning activities 7 18 4 21 0 0 2 3 7 15 3 15 1 1 5 5 15 34 14 44
2.8 Personal tutoring 11 14 10 15 0 0 2 3 12 10 15 3 1 1 7 3 24 25 34 24
2.9 A say in assessment 7 18 5 20 0 0 1 4 9 13 7 11 1 1 5 5 17 32 18 40
2.10 Different experiences from 
mainstream courses
13 12 11 14 0 0 3 2 11 11 4 14 2 0 5 5 2€ 23 23 35
2.11 Career choice and skill 
development.
17 8 15 10 0 0 2 3 14 8 8 10 1 1 8 2 32 17 33 25
2.12 Work outside classroom 14 11 10 15 0 0 4 1 12 10 10 8 1 1 6 4 27 22 30 28
2.13 Different skills accredited 13 12 10 15 0 0 3 2 11 11 7 11 1 1 7 3 25 24 27 31
2.14 College link n/a n/a n/a n/a 0 0 1 4 7 15 8 10 0 2 4 6 7 17 13 20
2.15 Study skills 3 22 1 24 0 0 0 5 4 18 7 11 1 1 2 8 8 41 10 48
Of the fifteen sections, only four received an overall positive response from both male and female 
students. These were the sections relating to the Preparatory Modules, Work Experience, Career 
Choice and Skill Development and Work Outside the Classroom. An overridingly positive response 
came in the Work Experience section with a return of approxomately 96 p.c. from male students and 
just over 93 p.c. from female students. Overall this represents a positive return of over 94 p.c.
The returns in the other sections were much less emphatic. For the Preparatory Modules, the 
overall response was just over 53 p.c. (just over 55 p.c. for male students and over 51.5 p.c. for 
female students); for Career Choice and Skill Development, over 60.5 p.c. (over 65 p.c. for male 
students and nearly 57 p.c. for females), and for Work Outside the Classroom, again just over 53 p.c. 
(just over 55 p.c. for males and over 51.5 p.c. for females).
Students expressed much less enthusiasm for their learning experiences on 
the Diploma programme. Only about one in every four students, both male 
and female, found the learning activities to be useful or similarly valued the 
opportunity to record their personal skills and achievements. Only about 
one in three students welcomed or recognised the chance to have a  say in 
their a s s e s s m e n t. There were very few students who recognised that the 
Diploma had helped them to study more effectively: just over 16 p.c. of male 
students and just over 17 p.c. of females.
The disparity of response betw een male and female students w as less 
marked in this question although it w as still evident in som e sections. To 
som e extent the trend was reversed from the previous question with female 
students being more positive in their responses to some sections than males. 
Even numbers of female students responded positively and negatively to the 
use of action planning but only about 41 p.c. of male students found this to 
be valuable. A slightly greater percentage of female students, over 39 p.c., 
valued College link provision, by comparison with just over 29 p.c. of males. 
On the other hand, about 53 p.c. of male students found it useful to have 
different learning experiences on the Diploma from their mainstream courses 
by comparison with just over 39.5 p.c. of female students; and about 51 p.c. 
of males found it useful to have different skills accredited by comparison with 
just over 46.5 p.c of females.
There was some disparity between those on A Level and GCSE students. 
There was a  broadly positive consensus about Work Experience but it was 
not so strong in other areas. For instance there was a  markedly different 
response to personal tutoring with GCSE students giving a  broadly positive 
response in favour (54.5 p.c. and 83 p.c. respectively) compared to A Level 
students’ responses of 44 p.c. and 40 p.c. Yet there was a much stronger A 
Level student response to career choice and skill development opportunities 
(68 p.c. and 60 p.c. respectively) by comparison with 63.5 p.c. approximately 
and 44 p.c from GCSE students. The trend was reversed again in the 
contrast in response between female GCSE and A Level students to the 
career element: approximately 44.5 p.c. positive by comparison with 60 p.c.
A Level students and GCSE students gave a broadly similar response to 
what they found to be useful. Both male and female students were in a  clear 
majority for the Work Experience element but in no other section. A majority 
of male students on both courses was positive about the different learning 
experiencés they had had on the course (as was a  majority of female GCSE 
students). A majority of male students on both courses was in favour of the 
career choice and skill development feature (as was a  majority of female 
GCSE students). A majority of male students on both courses found the 
opportunity to work outside the classroom, useful, a s  did a  majority of the 
GCSE female students. Overall, m ales on both courses were positive in 
more sections than females.
NVQ3 students gave positive responses in seven of the fifteen sections: 
Introductory Module; Preparatory Modules; Work Experience; Action
Planning; a range of different learning experiences; work outside the 
classroom; the accreditation of different skills. NVQ2 students gave positive 
responses in nine sections: all the above with the exception of the 
Introductory Module and additionally the Exploratory Module career choice 
and skill development, work outside the classroom and the accreditation of 
different skills.
The overall NVQ3 student response to the sections was approximately
50.5 p.c. positive and of NVQ2 students, about 58 p.c. The overall GCSE 
student response was 45 p.c. positive exactly with male students making just 
under a  44 p.c. positive response and females, just under 46 p.c. The 
overall A Level student response was 40 p.c. positive (male students, just 
over 44 p.c.; female students, just under 36 p.c.)
In total there was just over 45 p.c. positive response with male students 
returning just over 46 p.c. and female students, just over 44 p.c.
4.2.3 . How does work in your Diploma time differ from your other courses?
A Level NVQ3 GCSE NVQ2 TOTAL
M F M F M F M F M F
V X V X V X V X V X V X V X V X V X V X
1 Different kinds of skills and 
achievements
15 10 9 16 0 0 1 4 8 14 8 10 2 0 6 4 25 24 24 34
2 Ways of working 8 17 6 19 0 0 2 3 10 12 13 5 1 1 7 3 19 30 28 30
3 Different assessment 16 9 9 16 0 0 2 3 11 11 7 11 1 1 5 5 28 21 23 35
4 Self assessment 12 13 10 15 0 0 1 4 11 11 11 7 2 0 4 6 25 24 26 32
5 Action Planning and 
Recording of Achievement
Different ways of teacher and 
students working together.
Sharing of assessment criteria
12 13 9 16 0 0 2 3 9 13 9 9 1 1 7 3 PP 27 27 31
6 9 16 10 15 0 0 1 4 10 12 12 6 0 2 4 6 19 30 27 31
7 12 13 9 16 0 0 2 3 13 9 12 6 0 2 8 2 25 24 31 27
8 Different kinds of assignments 
and different problems
Better ways to organise study
15 10 9 16 0 0 3 2 9 13 4 14 0 2 6 4. 24 25 22 36
9 2 23 1 24 0 0 1 4 3 19 6 12 0 2 1 9 5 44 9 49
] only one section did students overall agree that work on the Diploma w as different: significantly, 
I the sharing of assessm ent criteria. Even in this figure there was a  minority of both male and 
miale A Level students and NVQ3 students, as well as male NVQ students.
1 all sections, a t least three in every five female A Level students made a negative response i.e. a 
laximum positive response of 40 p.c. Male A Level students made positive responses in the 
ections relating to different kinds of skills and achievements (60 p.c.); different kinds of assessm ent 
>4 p.c.) and different kinds of assignments and different problems (60 p.c.) Both male and female 
L Level students strongly agreed that there was little difference in how they worked on the Diploma 
om their other courses (68 p.c. and 76 p.c. negative responses respectively) and in how they 
rganised their study (positive responses of 8 p.c. and 4 p.c. respectively).
0th male arid female GCSE students responded positively in the section dealing with the sharing 
f assessm ent criteria. In no other section did a  majority of male students make a  positive response 
rhereas female students responded positively to the sections referring to different ways of working 
)ver 72 p.c.); self-assessm ent (over 61 p.c.) and perceptions of difference in the ways that teachers 
nd students worked together (just over 66.5 p.c.). Both male and female GCSE students were very 
tear there had been little guidance on better ways to study with a 86 p.c. negative response from 
lale students in this section and a  66.5 p.c. negative response from the female students.
1 no section did a majority of NVQ3 students respond positively but in two sections, relating to the 
ifferent kinds of skills and achievements and self assessm ent, male NVQ2 students made
oictT
positive responses and their female counterparts responded positively to the 
sections hi^lighting different kinds of skills and achievements, ways of 
working, action planning and the recording of achievement, the sharing of 
assessm ent criteria and the different kinds of assignments with different 
types of prolDlems. Both male and female NVQ2 students strongly concurred 
that they had not experienced tjetter ways of organising their study.
Overall, there was a  positive response of just under 42.5 p.c. The overall 
positive response from male students was approximately 43.5 p.c and from 
female students, approximately 41.5 p.c.
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4.2.4 How did you find out about your Diploma course and how  
helpfu l was the information?
4.2 .5 What helped you decide on you r Diploma options?
C ourse con ten t inform ation A Level NVQ3 GCSE NVQ2 Total
Brochure, booklet, leaflet, pamphlet 18 (SV) 4 (4v) 13 (9V) 6(6V) 41 (24V)
Year 11 Assembly 5 (3v^ 0 4 (4V) 1 (iv) 10 (8v)
Year 11 Tutorial Group 9 (SV) 1(0) 8 (6V) 0 18 (1lV)
Year 11 Careers Lesson 4 (3V) 0 9 (6V) 1 (1V) 14 (lOV)
Induction Programme, Year 12 38 (36V) 3 (^ /^) 30 (12V) 9(6V) 80 (55V)
Other: Form Tutor: Year 12 
Through it being made 
compulsory. (!)
2 (0) 
2
2
2
(>/) denotes that students considered this information helpful
O ption ch o ice  help A Level NVQ3 GCSE NVQ2 Total
Brochure, booklet leaflet, pamphlet 17 5 16 6 44
Information/ advice from tutor 20 2 18 8 48
Information/ advice from oth. teachers 14 0 14 4 32
Info/ advice from college lecturers 0 0 6 0 6
Induction programme 14 0 13 2 29
Information/ advice from parents etc. 5 2 10 4 21
Info/ advice from work placement 8 1 5 2 16
Info/ advice from careers teacher ' 13 1 13 2 29
Other: relationship to A Levels 6 6
ability to readily dual accredit 1 > * 1
in line with career choice 1 1
looked most useful” 1 1
The major sources concerning course content (4.2.4) were first the Year 12 
Induction Programme and then printed information. Overall nearly 69 p.c. of 
all students who responded in these  a reas found the information in the 
Induction Program m e valuable and about 58.5 p.c. found the  printed 
information helpful. However only 40 p.c. of GCSE students found the 
information on the Induction Programme helpful and a  relatively small 
percentage of A Level students found the printed information helpful (about 
28 p.c.)
Information given out in Year 11, either through assemblies, tutorial groups 
or careers lessons seem s to have had a  marginal impact with the three taken 
together accounting for just under 26 p.c. of responses and of those 
responses, just over a  quarter (27 p.c.)found such information helpful Nearly 
70 p.c. of those students given informatton in Year 11 found that helpful.
Help with choice of options on the Diploma programme (4.2.5) was largely 
derived from two main sources: information or advice from a  tutor, 20.5 p.c. 
and printed information, nearly 19 p.c. Following on from that was 
Information or advice from other teachers, nearly 13 p.c.; the Induction 
Programme, just over 12 p.c. and the C areers Teacher, about 12 p.c. 
Parental influence in this area was represented in nearly 9 p.c. of responses. 
Other forms of advice appear to have been marginal with the highest return 
after this representing no more than 7 p.c. of the total.
In both these  questions, several students identified more than one source of 
help and information about the Diploma course or for making option choices. 
It is interesting that in both, information in the C areers lesson appears to 
have played a  minor role compared with other sources of information.
4.2 .6  What parts of the Diploma did you find Interesting and enjoyable?
ASPECT OF DIPLOMA PROGRAMME COURSE
1 2 3 4 5 6
M F M F M F M F M F M F
Finding out about careers
A LEVEL 6 5 11 11 3 9 2 0 0 0 3 0
NVQ3 0 2 0 2 0 0 0 1 0 0 0 0
GCSE 4 9 6. 4 7 4 4 0 0 0 1 1
NVQ2 1 2 0 7 1 1 0 0 0 0 0 0
TOTAL 11 18 17 24 11 14 6 1 0 0 4 1
Work Experience
A LEVEL 20 20 3 2 2 0 0 3 0 0 0 0
NVQ3 0 5 0 0 0 0 0 0 0 0 0 0
GCSE 11 15 5 1 1 1 2 1 1 0 1 0
NVQ2 1 8 1 2 0 0 0 0 0 0 0 0
TOTAL 33 48 9 5 3 1 2 4 1 0 1 0
Link courses
A LEVEL A j 8V( sti ider tsir thh ;cal ego y r oto 1 Li! Iks
NVQ3 0 0 0 2 0 1 0 0 0 0 0 2
GCSE 2 2 5 1 6 3 2 5 2 1 4 2
NVQ2 0 0 0 4 0 1 1 2 0 0 0 2
TOTAL 2 2 5 7 6 5 3 7 2 1 4 6
Personal Projects
A LEVEL 0 1 5 0 5 6 7 7 2 2 3 5
NVQ3 0 0 0 1 0 2 0 2 0 0 0 0
GCSE 0 4 1 6 9 2 3 4 1 1 6 1
NVQ2 1 1 0 1 1 5 0 2 0 0 0 1
TOTAL 1 6 6 8 15 15 10 15 3 3 9 7
Group work
A LEVEL 3 0 4 2 8 8 7 9 2 0 , 0 5
NVQ3 0 2 0 2 0 C 0 1 C 0 0 0
GCSE 1 3 3 6 12 6 4 2 1 0 1 1
NVQ2 0 0 1 2 1 6 0 2 0 0 0 0
TOTAL 4 5 8 12 2* 2C 11 14 3 0 1 6
l iQ
4.2,6 What parts o f the Diploma did you find Interesting and enjoyable? (cont’d)
ASPECT OF DIPLOMA PROGRAMME COURSE .
1 2 3 4 5 6
M c M r M F M c M - M -
A LEVEL 5 4 6 8 6 1 4 5 0 1 3 3
Work outside school NVQ3 0 2 0 1 0 1 0 1 0 0 0 0
‘ GCSE 3 9 7 3 3 3 6 1 1 1 2 1
NVQ2 1 3 0 4 0 3 1 0 0 0 0 0
TOTAL 9 18 13 16 9 8 11 7 1 2 5 4
A LEVEL 2 1 9 3 6 7 4 6 1 2 3 4
Trying out and developing new skills NVQ3 0 0 0 1 0 3 0 1 0 0 0 0
GCSE 2 1 9 6 6 8 4 1 0 1 3 1
NVQ2 0 0 1 5 0 5 1 0 0 0 0 0
TOTAL 4 2 9 15 12 23 9 8 1 3 5 5
A LEVEL 1 0 6 4 3 5 9 5 4 6 2 5
Learning about different topics from 
main course
NVQ3 0 0 0 1 0 1 0 2 0 0 0 1
GCSE 4 13 5 4 3 4 5 4 2 0 3 2
NVQ2 0 3 1 3 0 4 1 0 0 0 0 0
■
TOTAL 5 16 12 12 6 14 15 11 6 6 5 8
)
A LEVEL 1 2 6 7 8 7 6 4 1 2 2 3
Developing personal and social NVQ3 0 0 0 0 C 3 ' 0 0 0 1
qualities
GCSE 1 3 4 4 9 5 4 4 * 3 1
NVQ2 . 0 - 3 C 6 0 C 0
TOTAL 3 5 11 14 17'21 10 10 2 c £ 5
A LEVEL 0 0 6 6 12 5 6 4 0 3 • 7
Discussing progress with tutor and 
setting new targets
NVQ3 0 0 0 0 0 • 2 0 ■ C 1
GCSE 1 0 6 6 7' 7 4 C 1 4 2
NVQ2 0 1 0 2 4 3 C 1 (] 0
TOTAL 1 0 i:21Z 21D17' V c c 9
4.2 .6  What parts of the Diploma did you find Interesting and enjoyable? (cont’d)
ASPECT OF DIPLOMA PROGRAMME COURSE
1 2 3 4 5 6
M F M F M F M F M F M F
Recording a whole range of 
achievements
A LEVEL 1 1 4 3 4 4 6 8 3 5 2 4
NVQ3 0 0 0 1 0 1 0 3 0 0 0 D
GCSE 1 2 3 6 6 4 6 5 4 1 2 0
NVQ2 0 0 0 3 1 4 1 2 0 0 0 1
TOTAL 2 3 7 13 11 13 13 18 7 6 4 5
Accreditation of out of school 
activities
A LEVEL 3 1 1 2 11 8 5 5 0 4 4 5
NVQ3 0 1 0 1 0 2 0 0 0 1 0 D
GCSE 2 3 4 5 7 6 5 3 3 1 1 0
NVQ2 1 3 0 2 1 4 0 1 0 0 0 0
TOTAL 6 8 5 10 19 20 10 9 3 6 5 5
in terp retation  o f s tu d e n t r e s p o n s e s :
( 1 ) “It’s been very Interesting and helpful to me”
(2 ) ‘Sometimes It has been valuable”
(3 ) “I found it useful on rare occasions”
(4 )  “It might have been useful but I would have better spent my time doing
something else.”
(5 ) “I don’t enjoy it and usually find It of no interest or value to me.”
(6 )  “It’s  always boring and has no interest to me.”
"he areas that students found most interesting and/ or enjoyable (i.e. (1) and (2 ) responses) were 
fi work e x p er ien ce ; fin d in g  o u t ab ou t ca reers; w orking o u ts id e  s c h o o l;  try in g  o u t and  
ie v e io p in g  n ew  sk ills  an d  learn in g  ^ b o u t d ifferen t to p ic s  from  th e  m ain  c o u r se .
York e x p e r ie n c e :  nearly 76 p.c. responses overall fell Into category (1). This area attracted
he most positive response of all in course provision with figures of 67 p.c. for male students and 82 
).c. for female students. This was broadly matched in the A Level student returns with 80 p.c. for 
emales and for males. Corresponding overall figures were 100 p.c. and 90 p.c. for NVQ3 and 
4VQ2 respectively.
=or GCSE students, figures were lower in (1) with an overall return of 66.5 p.c. approximately but 
)nly just over 52 p.c. of males. The figure for females was over 83 p.c. Only 24 p.c. of responses 
»vered categories (3)(4)(5) and (6).
Finding ou t a b o u t c a re e rs : this was another popular area with an overall
response of just under 89 p.c. within categories
(1) to (3) and 27 p.c in (1). Percentage figures for male and female students were 
relatively similar except in GCSE where responses in (1 ) were 18 p.c. for males 
and 50 p.c. for females; in (2), 27 p.c. for males and 22 p.c. for females. Males 
heavily dominated the relatively small numbers responding in categories (4) to (6).
W ork outsi.de sc h o o l: over 70 p.c. of the responses fell within categories (1) to
(3). The overall figure for A level students was 65 p.c. ; 
for NVQ3,90 p.c. and NVQ2,92 p.c. The figure was lower for GCSE students at 
70 p.c. Overall, over 26 p.c. of students came in category (1).
A comparison between A Level and GCSE responses highlights gender 
differences. For instance, the percentage female A Level student response in 
categories (1) to (3) was approximately 59 p.c. but that for males, nearly 71 p.c.; the 
corresponding GCSE response, over 83 p.c. for females, just over 59 p.c. for males.
Just over 29 p.c. of student responses came in categories (4) to (6). Male 
responses predominated there to the tune of 57 p.c. of the total.
Trying o u t and  develop ing  new sk ills : 65.5 p.c of responses fell into
categories (1 ) to (3). Just over 5 p.c. 
cam e in category (1 ) but nearly 32 p.c. in category (2).
Again, 90 p.c. of NVQ3 students fell into categories (1) to (3) and 95 p.c. of NVQ2 
students. The spread of responses for A Level and GCSE was wider with 58 p.c. of 
A Level student responses coming into categories (1) to (3) and 76 p.c. of GCSE 
students. Only A Level and GCSE students were represented in categories (5) and 
(6) with returns of 14.5 p.c. and 12.5 p.c. respectively.
Male students were more strongly represented in categories (1 ) and (2) for A Level 
with 44 p.c. of males in those categories and just over 17 p.c. of females. There 
was a  stronger male representation in the first two categories for GCSE students 
but this was not so marked, the figures being just under 46 p.c. and just under 39 
p.c. respectively. For NVQ2 students, an equal percentage of male and female 
students were represented in categories (1) and (2), 50 p.c. Overall, just over 45 
p.c. of male students appeared in categories (1) and (2) by comparison with just 
over 30 p.c. of female students. If category (3) is included, the figures change to 
just over 68.5 p.c. and approximately 71.5 p.c. respectively.
Learning a b o u t d ifferent to p ic s  from  th e  main c o u rse : there were
56 p.c. of the
responses in categories (1) to (3). This programme feature appears to have been 
more highly prized by one year students with GCSE students making over a 70 p.c. 
response in categories (1) to (3) and NVQ2 students, just over 91.5 p.c.; by 
comparison with 38 p.c. for A Level students and 40 p.c. for NVQ3 students.
Male and female A Level students returned relatively similar figures of 40 p.c. and 
36 p.c. respectively in categories (1) to (3); but there was a  preponderance of
I "
female GCSE students in those categories with the male percentage return being 
approximately 54.5 p.c. and the female percentage return, just under 78 p.c. Just 
50 p.c. of male NVQ2 students responded in categories (1 ) to (3) and 100 p.c. of 
females. Overall responses for categories (1 ) to (3) were just under 47 p.c. for male 
students and over 62.5 p.c. for female students.
O ther a r e a s
Where students were asked to comment on the ways in which the Diploma 
influenced their approaches to learning, they demonstrated a  much less positive 
approach. Responses were slightly higher at the negative end of the spectrum in 
categories (4) to (6) but a  more significant trend was the high proportion of 
category (3) responses.
The percentage difference in the numbers which fell into categories (1) and (2) and 
those which fell into categories (1) to (3) are striking, for both male and female 
students; much more so than the distribution perceived in the other a reas 
described. If we make comparisons between the overall responses in categories
(1) and (2) by comparison with (1) to (3), then there are significant differences; in all 
but one of the following over double in percentage terms. For areas such a s  the 
development of personal and social qualities; discussing progress with the tutor 
and target setting; personal projects; accreditation of out of school activities; group 
work; popularity of link course programmes the difference of incorporating 
category (3) into returns adds 30 p.c. to the total. Only in the response to recording 
a  range of achievements was the difference lower, at 24.5 p.c.
The significant trend towards returns in category (3) was mirrored in all courses. 
With the exception of link courses, which generally did not concern A level students 
and the accreditation of out of school activities, the difference was more significant 
for GCSE students. For two areas, relating to development of personal and social 
qualities and to discussion with the tutor and target setting, NVQ3 students made 
nil returns in categories (1) and (2). Yet both NVQ samples registered significant 
returns in category (3) for most areas
Female student returns, predominated in categories (1) and (2) with the exception 
of the area relating to discussion with tutor and target setting. The highest female 
returns in those categories were 33 p.c. for the development of personal and social 
qualities and 32 p.c. for the benefits of link courses and the lowest were 24 p.c. for 
working with the*tutor and setting targets and 26 p.c. for development of personal 
projects .Female returns in categories (1) and (2) averaged 29 p.c. by comparison 
with the male average of 24 p.c.The highest male returns in categories (1 ) and (2) 
for the areas identified here were 32 p.c. for the benefits of link courses and 29 p.c. 
for the development of personal and social qualities.
The most significant gaps between female and male returns in categories (1) and
(2) were where females predominated in the area of personal projects, over 10 p.c., 
and out of school activities, just over 8 p.c.
o
For A Level students, the number of male returns in categories (1) and (2), where 
figures were significant, was greater in all areas save the development of personal 
and social qualities. In GCSE, female returns dominated in categories (1) and (2) 
for development of personal and social qualities, personal projects, group work, 
recording a  whole range of achievements and accreditation of out of school 
activities and for males, in discussing work with the tutor and target setting and the 
benefits of link courses.
Overall, the difference made by category (3) on female student returns w as only 
greater than that for males relating to the development of personal and social 
qualities. It was greater for male students in all the other categories, averaging just 
over 35 p.c. by comparison with an average female student return of just over
27.5 p.c. Both at A Level and GCSE male students registered higher percentage 
figures in category (3) with only one exception in each group. This was also true of 
NVQ2 students.
n
4 .2 .7  H as th e  Diploma helped you to  m ake up your m ind w hat to 
do  a t th e  end  of your c o u rse ?
N um ber of s tu d e n t re sp o n se s :
Overall total: 103 male total: 45 female total: 58
of which: A Level: 46 (21 male; 25 female)
NVQ3: 5 (5 female)
G C S E : 40 (22 male; 18 female)
NVQ2: 12 (2 male; 10 female)
‘YesV No' re s p o n s e s  (app rox im ate  p e rc e n ta g e  fig u res):
overall: Yes: 45.5 p.c. ; No: 54.5 p.c.
male: Yes: 42 p.c. ; No: 58 p.c.
female: Yes: 48 p.c.; No: 52 p.c.
A Level: Yes: 41 p.c. ; No: 59 p.c.
male: Yes: 47.5 p.c. ; No: 52.5 p.c.
female: Yes: 36 p.c.; No: 64 p.c.
NVQ3: (all female) Yes: 40 p.c.; No: 60 p.c.
G C S E : Yes: 45 p.c.; No: 55 p.c.
male: Yes: 36 p.c.; No: 64 p.c.
female: Yes: 55.5 p.c.; No: 44.5 p.c.
NVQ2: Yes: 66.5 p.c. No: 33.5 p.c.
male: Yes: 50 p.c. No: 50 p.c.
female: Yes: 70 p.c. No: 30 p.c.
Overall a  majority of students felt the Diploma had not helped them make up their 
minds as to what to do at the end of the course but there was a  significant minority 
that felt that it had. The minority held for both male and female student sam ples but 
for female students, it was only just below half of the overall sample.
The overall pattern held for students on all courses except NVQ2; and student 
percentage returns were not markedly different except for slightly larger majorities 
of A Level female and GCSE male students in the ‘No’ category. A majority of 
female students on both GCSE and NVQ2 courses felt that the Diploma had helped 
them to make up their minds. This was a  substantial majority for NVQ2 students.
4 .2 .8  H as th e  Diploma helped  you to  o rg an ised  th e  w ay you 
s tu d y  b e tte r?
N um ber of s tu d e n t re sp o n se s :
overall total: 
male total: 
female total:
of which:
A Level: 
NVQ3: 
G C S E : 
NVQ2:
107
49
58
50
.5
40
12
(25 male; 25 female) 
(5 female)
(22 male; 18 female) 
(2 male; 10 female)
YesV *No’ re s p o n se s  (approx im ate  p e rc e n ta g e  figures);
overall: Yes: 16 p.c. ; No: 84 p.c.
male: Yes: 18 p.c.; No: 82 p.c.
female: Yes: 14 p.c. ; No: 86 p.c.
A Level: Yes: 6 p.c. ; No: 94 p.c.
male: Yes: 8 p.c. ; No: 92 p.c.
female: Yes: 4 p.c. ; No: 96 p.c.
NVQ3: (all female) Yes: 20 p.c.; No: 80 p.c.
G C S E : Yes: 30 p.c.; No: 70 p.c.
male: Yes: 32 p.c.; No: 68 p.c.
female: Yes: 28 p.c.; No: 72 p.c.
NVQ2: Yes: 8.5 p.c; No: 91.5 p.c.
male: Yes: 0 No: 100 p.c.
female: Yes: 10 p.c. No: 90 p.c.
There were large majorities of students in the overall and course sam ples which 
did not feel that the Diploma had helped them organise their study better. Only in 
the GCSE sample was there a  significant minority of students who considered the 
Diploma had been helpful in this way. There were no significant differences 
between male and female responses in any of the samples.
4 .2 .9  If y o u  a tten d  C o lleg e  a s  part o f th e  c o u r se , p le a s e  co u ld
y o u  s a y  briefly  w hat y o u  h a v e  fou nd  th e  a d v a n ta g e s  o f th is  
to  b e  and  w h eth er  th ere  are  d is a d v a n ta g e s .
Students attended Tinwater College and Sheephead College one day per week 
on 'link course’ programmes.
Of the sample of 19 students who responded to this question, 2 were on A Level 
courses; 3 were on NVQ2 courses and the remainder were studying a  range of 
GCSE subjects. The sample was made up of 6 male and 13 female students. Of 
the 19 students, 14 gave a  generally positive response to this question 
(approx. 74.5 p.c.) Of the 14 students, 10 were female and 4, male.
Students cited a  number of advantages to attending College on ‘link’ courses. 
These are summarised in the broad categories below with the number of student 
responses in each category:
□ the opportunity to access courses and facilities not available
at school 7
□ a  different environment with students treated as young
adults in a  freer atmosphere 2
□ the opportunity to focus more clearly on a  choice of career 2
□ learning with students from other schools 1
□ the chance to meet lecturers from courses that students
intended to move on to  1
□ no specific reason given 1
The two A Level students did not find their College programme helpful. The other 
three students who submitted negative responses were on GCSE courses.
Sheephead College was specifically cited by four students, three of whom were 
very complimentary about its provision. Two of those students would have liked 
that link to have been more than one day per week.
It is difficult to pinpoint reasons for the negative responses. The only clear one 
indicated here concerned the difficulties caused by insufficient time to complete 
work to a  satisfactory standard.
The researcher knows, from working on the Western Westshire Link Network at the 
time, that certain students attending Tinwater College had been disappointed that 
some of the courses advertised had not run, due to low and thus non-viable student 
take up.
4 .2 .1 0 . Do you feel you w ere well p repared  for w hat to  expec t on 
th e  Diploma c o u rse?
If your an sw er is  ‘No’, p lea se  could you briefly give your 
re a so n s .
Of the sample of students who responded , 75.5 p.c. said that they had not 
known w hat to  expect; 24.5 p.c. had been broadly clear a s  to what 
they would encounter on the course. Thus three in four students had not felt 
prepared for that was to come.
In term s of individual courses, those students no t knowing w hat to  
expec t were: (approximate percentages)
A Level: 85.5. p.c.
G C S E : 61 p.c.
NVQ2: 70 p.c.
NVQ3: 75 p.c.
Perhaps the initial idea of making the course optional meant that potential
A Level and NVQ students were targeted less strongly a s  those potentially 
about to do GCSE courses.
A significant number of students were angry the Diploma had not been 
optional a s  they had initially been led to believe it would be in Year 11.
From those students who claimed that they had not known what to expect, 
the following explanations were given (student numbers in brackets):
Not informed prior to course about structure, implications and 
expectations:
48 (31 A Level; 11 GCSE; 2 NVQ3; 4 NVQ2)
e.g. *We weren’t told before entry to the Sixth form that
(a) It would be compulsory
(b) the outline of the course
(c) firm definitions of modules “
* Initially informed it was optional; discovered it was compulsory
20 (11 A Level; 5 GCSE; 2 NVQ3; 2 NVQ2)
e.g. “/ was told in Year 11 that the course was optional and when I spoke
with the previous Head of Sixth form, she told me that 3 A Levels 
would be enough for me to do and I would not be made to do the 
Diploma as this would put more pressure of the more important A 
Level course.”
* Poorly explained; confused; staff not really clear as to the
implications
11 (6 A Level; 3 GCSE; 2 NVQ2)
e.g. W e  just struggled on to try and make sense of what we were
meant to be doing and the point of it all.”
“...there was a general sense of confusion amongst teachers firstly 
over its exact requirements and secondly over its real value to a 
student.”
* Misled as to the amount of work involved
8 (5 A Level; 3 GCSE)
e.g. “We were told it could be an additional qualification without
doing any extra work”
* Not aware of what the main goals were and why it w as included
2 (1 A Level; 1 NVQ2)
e.g. “It was never clearly explained in simple terms as to what we do
and when and what the overall goal was.”
(note: som e students volunteered more than one explanation)
The number of male and female students in the ‘No’ sample was relatively 
even for A Level (20 male; 21 female) and for GCSE (9 male; 8 female). 
Female students predominated to a  great extent across NVQ, there being 
only two male students anyway and they were both on the NVQ2 
programme.
Of those students in the sample who felt that they had known what to expect, 
males predominated to a  great extent in the A Level group and females, to 
an equally pronounced extent in the GCSE group.
4 .2 .1 1 . Do you know why the  Diploma is included a s  part of your 
S ixth form program m e? P lease  explain briefly below .
Of the students who responded, over 64.5 p.c. felt that they knew why the 
Diploma was part of their programme; and nearly 35 p.c. said that they did 
not why.
The following is a  breakdown of the students who did know why the Diploma 
had been included:
A Level: 33 (16 male; 17 female).
(nearly 72 p.c. of the 46 A Level students who responded) 
G C S E : 14 (7 male; 7 female).
(56 p.c. of the 25 GCSE students who responded)
NVQ2: 6 (1 male; 5 female).
(75 p.c. of the 8 NV02 students who responded)
NVQ3: no students.
The reasons suggested as to why the Diploma was included may be broadly 
categorised a s  follows:
C a ree rs  ed uca tion  and  gu idance  including opportunities in Higher 
Education:
A Level: 15 students (6 male; 9 female)
G C S E : 9 students (5 male; 4 female)
NVQ3: 1 student (1 female)
NVQ2: 5 students (1 male; 4 female)
Total: 30 students (12 male; 18 female)
e.g. “It is supposed to help identify means of finding out about 
possible careers i.e. using the Careers Library properly; and to 
enhance our ability to access information and organise ourselves.”
To give an extra qualification (sometimes seen a s  complementary):
A Level: 5 students (2 male; 3 female)
G C S E : 2 students (1 male; 1 female)
NVQ3: 1 student (1 female)
NVQ2: 1 student (1 female)
Total: 9 students (3 male; 6 female)
e.g. “It is an extra qualification to add to the Record of Achievement.."
To provide an insight into the world of work/ the ‘real world’
A Level: 3 students (2 male; 1 female)
G C S E : 2 students (1 male; 1 female)
NVQ3: 1 student (1 female)
NVQ2: 1 student (1 female)
Total: 7 students (3 male; female)
e.g. “Learning about and preparation for the real world”
Development of personal and  soc ia l qualities which could be 
recorded
A Level: 2 students (2 male)
G C S E : 2 students (1 male; 1 female)
NVQ2: 3 students (3 female)
Total: 7 students (3 male; 4 female)
e.g. “T 0 help us develop personal skills in harmony with our 
normal subjects, that can be recorded on the Record of 
Achievement.”
To provide a  w ide range of ex p erien ces  and learn ing  
o p p o r tu n itie s :
A Level: 3 students (2 male; 1 female)
G C S E : 1 student (1 male)
Total: 4 students (3 male; 1 female)
e.g. “T0 broaden our horizons and provide us with new
experiences and learning opportunities useful for later life.
To give an aw aren ess  of job opportun ities in the area:
A Level: 2 students (2 male)
NVQ3: 1 student (1 female)
Total: 3 students (2 male; 1 female)
e.g. “T0 help awareness of job opportunities in our area and allow
us to develop skills orientated towards them”.
i.
To help improve skills in organising study:
A Level: 2 students (2 male)
Total: 2 students (2 male)
e.g. “ I think it is to supposed to teach us how to plan our time and 
help you organise yourself better. ”
To broaden  the  appeal of th e  Sixth form to potential entrants
A Level: 2 students (1 male; 1 female)
Total: 2 students (1 male; 1 female)
e.g. “So that the school gets recognition for the number of 
students taking it. "
(note: some students volunteered more than one explanation)
There were some strongly expressed comments from those who could not 
see  the value of the Diploma in their Sixth form programme.
There was considerable resentment that it had been included as a  lime 
filler* and there were numerous very similar comments to that effect on 
questionnaires across the tutor groups. One student remarked:
“I think it may be useful for some people to fill up time on their timetable but 
for people taking 3 A levels it is a waste of time which could be better used 
for studying.”
and another student wrote that she believed it to be included :
" To fill up free periods and stop us sitting around in the common room and 
developing our communication skills. How ironical!”
The compulsory nature of the course was bound up in this resentment and 
the fact that the programme had been ‘sold’ by some teachers as a  
qualification that needed ho extra work. Now many students were coming to 
feel that completion of all competencies for the Preparatory Modules, and 
the associated paperwork, were an unjustified imposition, a  point reiterated 
in the responses to (12) (see 4.2.12 below).
Even students who valued aspects of the programme such a s  work 
experience, wondered why a  rather cumbersome framework was necessary 
in order to provide such opportunities.
4 .2 .1 2  P le a s e  w ou ld  you  add an y  further c o m m e n ts  y o u  h a v e  on
th e  D iplom a and its  v a lu e  for you .
Many students responded at length to this question and with considerable 
perception. A number of students found the Diploma programme valuable.
4 .2 .1 2 .1  C o m m en ts  on  a s p e c t s  o f th e  program m e
Work experience was referred to alike by students who generally favoured 
the programme and those for whom the remainder seem ed irrelevant. It 
featured more often in responses than any other part of the programme.
Other students thought the programme had given them a  clearer insight not 
only into particular vocational areas but also Higher Education opportunities. 
A positive comment which summarised the views of the majority of students 
who felt that the Diploma had helped them focus their career aspirations 
cam e from a  female GCSE student who wrote:
“It was a great help when applying for a job. It helps you to build your 
confidence up and learn to work with others.”
A relatively small minority of students referred to specific Preparatory 
Modules. Interestingly, one A Level Science student welcomed the 
opportunity to continue her study of languages through the Italian for Work 
module. The Diploma had partly been introduced to broaden the curriculum 
in this manner but this response was an exception. Generally students 
complained that there were no Preparatory Modules that would readily 
complement their main subject areas.
A small minority of students welcomed the Diploma as the opportunity to 
gain a  further qualification.
Some students had been initially confused as to the potential benefits of the 
programme. In time some came to see  its value as it becam e clearer how 
the component parts would be beneficial. Some then cam e to welcome the 
different focus brought by the Preparatory Modules and the fact that these 
might be fairly readily accredited from what they were doing on their main 
courses. Several shared the views of a  female NVQ2 student who wrote:
“I found the lessons pointless at the beginning of the course because it 
wasn’t explained clearly.... As the year has gone on, the course has helped. 
Work experience was very interesting and the work done after it, very 
beneficial. The course has helped me to choose an area I want to try and 
get a job in at the end of the year. ”
4 .2 .1 2 .2  I s s u e s  o f stru ctu re  and o rg a n isa tio n
Not all students were positive in their approach. Some saw its value but 
wondered why they were broadly repeating what they had done in Years 9 
to 11. Others might enjoy the experiences but wondered why they required 
the complex framework.
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As one student wrote:
“The Diploma needs more emphasis on experiences inside and outside of 
school that are relevant to the world of work. The Diploma needs less 
emphasis on paper work!:”
The volume of paperwork involved in the accreditation process was a major 
point of contention with many students; even those otherwise favourably 
disposed to the programme. The process was seen as time-consuming and 
bureaucratic.
A Level students were particularly concerned about neglecting their studies 
to complete the Diploma criteria. In some cases this may have been a  ready 
made excuse but it appeared to be a  genuine concern for many students. 
The following comments, which include other observations, captures that 
mood well:
“I would not resent the work and timetabled periods the Diploma demands if 
I thought that I was benefitting from it. In principle, being given a structured 
insight into the vocational world, it is a commendable and worthwhile 
exercise, but in practice (apart from work experience and the thoroughly 
enjoyable Video production course) I found it patronising and of little 
practical use. I currently have one study period a week, and have trouble 
coping adequately with a huge workload. It is little wonder that A Level 
students should find a course that demands a plan of a work experience 
placement insulting. I am sorry that I cannot be more positive. ”
In some cases students were not asking to be relieved of an entitlement 
element to their Sixth form programme but rather a  reordering of priorities. 
One student, for instance, would have welcomed a  one day per week work 
placement rather than having to work on other aspects of the Diploma.
Some, of course, wanted to opt out all together.
On the other hand, another student had seen no evidence of ‘one to one' 
tutorials in his tutorial group which he felt was regrettable.
4 .2 .1 2 .3  P u r p o se  and p erce iv ed  va lu e
A slight majority of students who criticised the Diploma nevertheless 
appreciated the efforts of the Diploma teaching team. However, a 
substantial minority, particularly embittered by the course having been 
made compulsory, were much less appreciative.
Some of the contempt expressed for the course stemmed from the fact that 
there appeared to be no clear guidelines to follow. Students found it difficult 
to apply themselves either because they were not clear what to do or did not 
see  its relevance. For that reason, many stressed the need for a  much 
lengthier and more structured period of induction in future .
Some queried the purpose of Preparatory Modules. Others had difficulty in 
finding Preparatory Modules to meet their needs. There were complaints of a 
heavy bias towards Business orientated modules. Some resented being 
shoehom ed into areas that were of no interest to them, like the female 
student who found herself doing Childcare and heartily disliked it!
Certainly in some main subject areas there were few Preparatory Modules 
that were closely allied. Students then resented the fact that som e of their 
colleagues could more readily meet Preparatory Module criteria from their 
main programmes of study. Even for those for whom dual accreditation 
cam e more readily, there was a  substantial workload in securing 
accreditation of the Introductory and Exploratory Modules.
Other students questioned the currency of the course. One wrote:
“I have asked a number of managers at workplaces and they say the 
Diploma is unlikely to help you. “
Experience at job interviews and visits to higher education conventions had 
revealed a  widespread ignorance of the value of the programme.
One student made some pertinent points about what she perceived to be the 
superficiality of the Diploma:
“Had we researched careers and university/college courses in greater 
depth....then the Diploma might have had more value for me. As it was, I 
personally found it a waste of time.... ”
Here then were three major areas of complaint. Students had been 
informed prior to entering the Sixth form that the Diploma would be 
optional. They returned to find it compulsory. They had been led to believe it 
would not involve much extra work and the notion of dual accreditation had 
been widely emphasised ; but for many the reality had been different. They 
had been told it would have wide currency with employers and higher 
education institutions. That currency was largely imaginary.
A great many students would have subscribed to the following view:
“ As much as I realise the work put in by the teachers etc., for me the 
Diploma was pretty pointless. Italian for Work was useful, and the work 
experience was very informative, but these need not be involved or 
connected with the Diploma. My personal view is that the Diploma 
should....at least be made voluntary.”
B reakdow n of re sp o n se s
(note: responses refer to within course category. Several students made 
more than one response.)
56 responses to Question 12.
A Level: 32 (13 male; 19 female);
NVQ3: 1 (1 female)
G C S E : 17 (7 male; 10 female)
NVQ2: 6 (1 male; 5 female).
S tu d en t re s p o n s e s  broadly in favour of th e  Diplom a (I.e. to  
include th o se  with only m inor reserva tions)
R e s p o n s e s : 18 (i.e. 31.5 p.c. of total)
m a le 9 (i.e. 50 p.c. of category)
fe m a le 9 (i.e. 50 p.c. of category)
C o u rs e T otal P e rcen tag e  of r e s p o n s e s  (approx)
A Level (all) 7 22
(male) 6 33.5 (total response); 46 (male response)
(female) 1 3 (total response); 5 (female response)
GCSE (all) 6 35
(male) 2 12 (total response); 28.5 (male response)
(female) 4 23.5 (total response); 40 (female response
NVQ 3 (all/female) 1 100 (total/ female response)
NVQ 2 (all/male) 1 16.5 (total response); 100 (male response]
Major re a s o n s  identified: work experience (68)
(sig n ifican t p e rc e n ta g e s  in Careers education (24)
b ra c k e ts ) Prep Modules (general or specific)
an ‘extra qualification’.
s tu d e n t  re s p o n se s  not positive  ab o u t th e  Diploma
R e s p o n s e s :  38
m a le  .12
fe m a le  26
(i.e. 68.5 p.c. of total)
(i.e. 31.5 p.c. of category) 
(i.e. 68.5 p.c. of category)
C o u rs e  T otal
A Level (all) .25
(male) 7
(female) 18
GCSE (all) 11
(male) 5
(female) 6
NVQ 3 0
NVQ 2 (all/female) 5
P e rce n tag e  of r e s p o n s e s  (approx)
78
22 (total response); 54 (male response) 
56 (total response); 95 (female response)
64.5
29 (total response); 71.5 (male response) 
35 (total response); 60 (female response)
83.5 (tot. response); 100 (female response)
Major r e a s o n s  identified: ( p e rc e n ta g e s  re p re se n t negative
re s p o n s e s  a s  a  w hole and  from  th e  particu lar c o u rse )
Taking up valuable study time 
whole: 47.5 A Level: 64 GCSE: 18
Not ‘interesting’/ Irrelevant’/ ‘repetitive’ 
whole: 26.5 A Level: 36 GCSE: 9
Not optional
whole: 23.5 A Level: 28 GCSE: 18
Difficulty in understanding structure/ ‘confusing’ 
whole: 18.5 A Level: 28 GCSE: 18
Paperwork/ ‘bureaucracy’ 
whole: 16 A Level: 20 GCSE: 9
Repetition of pre-16 experiences 
whole: 10.5 A Level: 
NVQ2: 20 '
8 GCSE: 9
No credibility with employers/ higher education 
whole: 10.5 A Level: 20
‘Superficiar coverage 
whole: 8 A Level: 12 •
Poor module ‘fit’ with main studies 
whole: 8 A Level: 12
o  *2-7
4.2 .13 Levels of ‘satisfaction’ with the Diploma
The calculations referred to below and given in detail in A ppendix  14 are an 
attempt to analyse degrees of satisfaction with the Diploma programme and to 
ascertain how these correlate to the mainstream programmes being studied by 
the individual students.
This analysis should be treated with som e caution a s  it rests on a  number of 
variables constructed from assumptions derived from the responses to 
Questions 4 .2 .1  - 4.2.6. Further it is based on a limited sample, not all of 
which made returns about vocational options. Throughout the analysis, the 
terminology ‘percentage student count’ and ‘incidence of concentration’ has 
been employed.
4 .2 .1 3 .1  P o in ts  of exp lanation
Appendix 14 contains a  detailed exposition of the way in which the calculations 
were arrived at. The following merely covers the main points.
C a te g o r ie s
These were determined on the basis of percentage positive or negative 
responses to Identified areas of the student questionnaire. From that were 
derived three main categories;
Category (a): students “largely dissatisfied with the programme”
Category (b): students “well satisfied with the programme"
Category (c): students “generally satisfied with the programme”.
‘P e rcen tag e  s tu d e n t c o u n t’: the number of students in a  given
category calculated with reference to course, 
vocational area, gender, according to context, expressed a s  a  percentage of the 
total number of students in that category. (In the case  of gender, this will be as a  
percentage of the total number of students in that category belonging to the 
particular sex under consideration.)
The term has been adopted to avoid confusion with ‘percentage number of 
students’ because several individual students are considered under two or 
more of the vocational area  and generic headings. The percentage therefore 
relates to numbers of students in a given category.
‘In c id en ce  of concen tra tion* : a term to denote the relationship between
percentage figure to the total number “of 
students in the area under consideration. To give an example, there might be 
20 p.c. of all category (a) students in a  given section and only 15 p.c. in another 
section. However, if there are only half the student count in the second section 
than in the first, som e adjustment will be required in order to relate those
0?
percentage figures to some notion of concentration within individual categories. 
A 'concentration quotient’ has not been given below but calculations were 
based  on a formula that directly relates the percentage to the student count in 
whatever area  is under review.
Numbers of students in each category varies to a  degree that makes 
numerous comparisons of percentages and figures for incidence of 
concentration unhelpful. All data is contained on the tables in Appendix 14. 
Using calculations based on that data from the tables in Appendix 14 and the 
above principles we can come to the following, tentative, conclusions.
4 .2 .1 3 .2  G lo b a l c o m p a r iso n s
□ In terms of crude student numbers, the G e n e r ic  module grouping
was overall the most popular area choice for students across the four 
course areas followed by B u s in e s s  S e r v ic e s  as  the most popular 
vocational module. (Based on ’satisfaction’ categories, (a) to (c))
□  H ealth  an d  S o c ia l C are and B u s in e s s  S e r v ic e s  had the
highest percentage returns in category (b) but adjusted for incidence 
of concentration. Health and Social Care was the most popular.
Q C o n stru c tin g  and P ro d u cin g  G o o d s , S e r v ic e s  In clu d in g
T ra n sp o rt had lowest percentage counts and incidence of 
concentration.
□ combining categories (b) and (c), H ealth a n d  S o c ia l C are would
be third most popular choice after B u s in e s s  S e r v ic e s  and 
C o m m u n ica tio n  an d  E n terta in in g  respectively ( in percentage 
terms)
□ allowing for incidence of concentration, the order would be H ealth  
a n d  S o c ia l Care, B u s in e s s  S e r v ic e s  and C o m m u n ica tio n  
a n d  E n terta in in g
□ areas with lowest percentage counts and incidence of concentration 
were C o n stru ctio n  and M anufacturing.
□ vocational areas with the highest percentage numbers and 
concentration of category (a) students i.e. those least satisfied with 
the programme, were H ealth  a n d  S o c ia l C are followed by 
T en d in g  A n im als, P la n ts  an d  Land.
4.2.13.3 Comparisons of student satisfaction by gender 
classification
Percentages of males and females by total in categories:
Category (a): female: 59 p.c.; male: 41 p.c
(b): 33.5 p.c. 66.5 p.c.
(c): 59. 5 p.c 40.5 p.c.
□ The Generic cluster of modules was most popular with category (b) 
males; but combined with category (c) males, Business Services 
then was most popular.
□ There were no category (b) female students in six of the nine 
vocational areas. Adjusted for female student counts in those areas, 
the highest incidence of concentration lay in Health and Social 
Care.
□ Even when category (c) female students come to form a 
combined category with category (b), there were still vocational 
areas registering a nil return - Constructing, Engineering and 
Manufacturing.
□ Health and Social Care figured most prominently with 
category (a) females too. For category (a) males, the most 
prominent area was also Business Services, once all adjustments 
have been made for significance of sample size.
□ Constructing, Manufacturing and Health and Social Care 
had no category (a) male students.
□ Adjusted for male student counts in each area, the highest incidence 
of concentration for male category (a) students lay in Tending 
Animals, Plants and Land followed by Extracting and 
Providing Naturai Resources. Student counts never exceeded 
a figure of seven in any one area for male.
4.2 .13.4  Breakdown of categories (a) (b) and (c) students In
terms of modular options and gender in the context of 
their mainstream courses.
□ The most notable aspect of the sample of Diploma students taking A 
Level course options was the absence of any category (b) 
female students.
Q in only three vocational areas-Providing Goods and
Services Including Transport; Business Services; 
Communication and Entertaining-were there any category (c) 
female students represented.
□ Comparing student counts across the course areas, the h ig h es t 
p e rc e n ta g e  figu re  fo r ca teg o ry  (a) was 62 p.c. approximately, 
for A Level students, followed by female G C S E  students. There 
were no  ca tego ry  (a) NVÛ2 s tu d e n ts  in the sample.
□ The h ig h es t p e rc en ta g e  c o u n t of ca tego ry  (b) s tu d e n ts , all of
whom were male, lay in the A Level sample.
□ The h ig h e s t  p e rc e n ta g e  c o u n t of c a teg o ry  (c) s tu d e n ts  was
on A Level but the h ig h es t incidence  of co n cen tra tio n  for th e
ca teg o ry  (c) s tu d e n t c o u n t was in the NVQ2 area.
□ C om bining ca teg o rie s  (b) and  (c) to  g e t so m e  no tion  of 
rela tive s tu d e n t sa tis fac tio n  with th e  Dipioma, th e  h ig h es t 
p e rcen tag e  co u n t w as nearly  57 p.c. for A Level, but th e  
h ig h es t in c id en ce  of co n cen tra tio n  lay in NVQ2 courses 
followed then by A Level, GCSE and, a substantial distance behind, 
NVQ3 courses.
The tables under Appendix 14 can also be used to make a  range of
calculations linking popularity of Diploma options to particular course areas
and adding the subtleties of categories of satisfaction.
4 .2 .1 3 .5  S om e b road  c o n c lu s io n s
From these calculations we are able to draw some broad conjectures:
(1) the mirroring of a kind of ‘industrial inertia’ in South Westshire in the
school sample . The economic problems of the area  have made 
diversification of business activity a key development priority.
Particular areas identified for development have been specialised 
manufacturing and light engineering and food and drink processing. 
An over reliance on the Tourist industry is to be discouraged 
(Coopers and Lybrand, 1991 ). Yet the areas for priority development 
do not correlate with areas of high student Interest. This begs 
questions about the role of education in collaborative and coherent 
economic planning; and also about the Careers guidance element in 
the programme.
(2) to som e considerable degree , options remained gender 
stereotypical. The rribst popular female option w as Health and Social 
Care. There was a nil return for females in Manufacturing and 
Engineering. This raises some questions about the Equal 
Opportunities awareness aspect to Diploma delivery despite the high 
official profile given to it. ’ •
(3) by this means of measurement is confirmed the degree of female 
dissatisfaction with the Diploma compared with male students.
The reasons for this are not immediately obvious.
4.3  Interviews with St. Matthias students about the Diploma
A series of interviews were held with students on the Diploma course.
These followed a broad framework but were designed to pursue m atters of 
interest to individual students with appropriate sub-questions. The approach 
was very much one of a conversation aimed at eliciting information as 
informally a s  possible.
The interviews took place on 13 July 1993. There were several options of 
approach. Some of the questions asked were based on the responses to 
the questionnaires that had recently been completed. Some took the form of 
a  one-to-one dialogue with a student. Others had students talking in pairs. 
One consisted of nine students in a  group. The small group and larger group 
conversations were set up to help students exchange their perceptions and 
tease  out som e of the issues. It has to be said that such an approach was 
not an unqualified success for particularly in the large group, three or four 
students dominated the conversation with the silent assent of the remainder.
All students were in Year 12.
The students interviewed were a s  follows:
Interview 1 : Anne Blunt (A Level)
Roger Mountoatten (A Level) 
Emily-Jo Inskip (A Level)
John Davis (A Level)
Hamish Hargreaves (GCSE)
Interview 2: Gemma Starr (NVQ2)
Interview 3: Fraser Monteverdi (NVQ2)
Interview 4: Adeline Faulkner (NVQ3)
Interview 5: Arthur Poppy (A Level)
Marcus Belchamber (A Level)
Mark Smith (GCSE)
Abigail Holmes (A Level) 
Constance Prudey (GCSE) 
George Graham (GCSE)
Full details of the questions asked and of the interview responses are 
contained in Appendix 15. There follows a broad synopsis of student 
perceptions under identified headings related to:
4.3.1 Reasons for inclusion of the Diploma in the Sixth form 
programme
4.3.2 Advantages and disadvantages of the Diploma
4.3.3 Prior information about the course and induction 
arrangements
4 .3 .4  Ways of working on the Diploma
4.3.5 The role of the Diploma tutor
4.3 .6 General conclusions
4 .3 .1  R easo n s  for inclusion  of th e  Diploma in th e  Sixth form 
p ro g ra m m e
Under one in three of the students admitted to knowing why the Diploma had 
been included in the programme. All who ventured a  suggestion referred to 
the Careers framework although one went further and mentioned work 
experience.
4 .3 .2  A d v an tag es  an d  d isa d v a n ta g e s  of th e  D iplom a
Roughly the sam e proportion of students agreed there was som e value to 
being on the Diploma programme. One of those, F ra se r  M onteverdi, was 
a  late convert' once he realised the purpose of what he was doing. 
Resentment was expressed by the largest interview group that the Diploma 
had not been an option, despite an initial undertaking that it should be.
A major concern expressed by the A Level students w as that the Diploma 
took up time otherwise available for study in their mainstream subjects. It 
was ‘extra work’ for students, many of whom felt under stress from the 
demands of those subjects. One or two students were put off by their tutors’ 
uncertainty a s  to what the Diploma demanded.
When pushed, even the most virulent opponent of the Diploma admitted to 
the value work experience. While most had been on work experience in 
Year 11, the placement this time had been more specifically focused and 
students felt they could reflect more maturely on the experience. A number 
felt that their placements had been valuable and one or two had made 
career decisions a s  a result. Some students would have valued a longer 
placement than a  week. Others would have preferred more structured 
briefing and debriefing processes. One felt that he should have thought 
more carefully about his placement before agreeing to go there.
Beyond work experience there was much less consensus. Different students 
referred to particular Preparatory Modules that had interested them.
Examples of these cited by individuals included various I.T. skills, First Aid, 
audio-visual techniques. Preparation for Teaching and Preparation for 
Higher Education. One student also found there to be something of value in 
the Introductory Module. Another had found enterprise work valuable even 
though the venture in which he had been involved, a  charity fund raising 
disco, hacf ‘failed’.
However, there was a  feeling that the Exploratory Module revisited much of 
the old ground covered in Careers in Years 10 and 11 and that teachers 
often displayed som e uncertainty concerning the competencies within the 
Preparatory Modules. F rase r felt that it would have been much more 
worthwhile for all to have had an induction into the Careers Library to learn 
how to use the range of resources to access their own Careers information. 
There were frequent responses to the volume of paperwork involved and to 
rushes to complete module specifications in order to meet accreditation
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requirements; a flurry of writing over two days to produce the necessary 
evidence as one student expressed it.
There was indeed considerable cynicism about the process of dual 
accrediting Preparatory Modules, in particular, and of the accreditation 
process in general. Often accreditation involved convincing a mainstream 
subject teacher to tick a  number of boxes and Em tly-Jo Inskip wondered 
why her prior learning could not have been accredited in like fashion.
No student felt that the Diploma had done anything to enhance their 
personal or social skills. When ‘teamwork’ was mentioned by the 
researcher, it was pointed out that group work naturally formed a part of 
teaching on many mainstream courses. Indeed it probably featured more 
highly there than in the Diploma where much of the time, in the eyes of 
som e students, was taken up with completing documentation.
A number of students felt that the Diploma framework w as not necessary for 
delivering the aspects of the programme they valued. It merely created a 
bureaucratic ‘overload’.
4 .3 .3  Prior inform ation ab o u t th e  c o u rse  an d  Induction  
a r r a n g e m e n ts
Poor preparation for the course was a  recurrent them e In many responses. 
The course had first been announced in Year 11 assem blies when the 
benefits of skills developed in terms of higher education and job applications 
were stressed. Some considerable cynicism was expressed about the latter 
point.
At those assem blies and at a  subsequent evening for parents of prospective 
Sixth formers, the voluntary nature of the Diploma programme had been 
stressed. Only on the return to school in Year 12 did the programme lose its 
optional status.
According to those Interviewed, the induction programme had been a  
cursory experience, little more than an hour’s information session, with few 
students becoming aware of what lay beyond the Introductory Module. The 
criteria does not seem  to have been explained in any structured and 
coherent way or students to have an overall picture of what they were about 
to embark on. Even at the end of the course, some students complained that 
neither they nor the teachers were clear as to the criteria for assessm ent 
within the Preparatory Modules.
Many students felt that a  longer and more ‘hands on’ induction experience 
would have been of greater benefit. It would have been far better to have 
have explored some of the kinds of problem they might encounter through 
group discussion; and to have looked at effective study techniques.
Instead, in the words of Em ily-Jo, they were thrust into
"a great big hall full of people where people (were) afraid to ask questions."
T h ere , in the words of C o n s ta n c e  P rudey, they were given 
". a massive folder with lots of things that were completely useless. ”
Many agreed that the folders remained virtually untouched over the year 
even though they contained useful material on topics such as writing C.V.s. .
’ One-student mused whether the folder had been provided in order to justify 
the course to parents and convince them that there would be more 
information to come
G em m a S ta r r  complained that she had been ‘pushed’ into opting for the 
Business Services area of the course on the grounds that she was doing an 
NVQ course in Business Administration. Instead she would have preferred 
to opt for modules relating to Health and Social Care so that she could 
broaden her area of interest. The tutor’s advice had been that she would 
find it easier to accredit her modules from her NVQ course. Such advice 
would seem  to run counter to one of the declared aims of the Diploma viz. to 
add breadth to the student’s  portfolio of experience.
4 .3 .4  W ays of w orking on th e  D iplom a
Students made little reference to ways of working except to speak of the 
value of work experience and to corKtemn the paperwork Involved. The 
scant reference to teaching and learning approaches did not single out the 
Diploma a s  being any different from many mainstream sut^ecfe.
There were som e references to ‘Diploma Time’, a period on a  Thursday 
afternoon when students might ‘drop in’ to access Preparatory Modules not 
readily accredited from mainstream course programmes. F ra se r  felt that 
these sessions had not been helpful for students were left too much to their 
own devices and given too little guidance and support.
4 .3 .5  T he ro ie  of th e  Diploma tu to r
The overall student portrayal of the Diploma tutor is of som eone genuinely 
committed to helping on a personal level but weighed down by the further 
heavy responsibility of the Diploma.
The quality of the ‘one to one’ sessions available to students was variable 
and depended upon the individual tutor. Many tutors appear to have used 
the occasion to get a  general picture of the student’s progress rather than to 
work on Careers advice, setting future targets and the Record of 
Achievement a s  had been originally envisaged.
F ra s e r  thought that his tutor used the  sessions to “get clearer what I was 
trying to do Instead of me getting clearer ".
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However, he still found the sessions valuable in clearing up issues.
The opportunity to have ‘one to one’s clearly varied from tutor to tutor. Some 
tutors seem ed to feel uncomfortable with the concept and avoided such 
sessions wherever possible. Members of their tutorial groups felt 
in turn uncomfortable about approaching them a s  a result. Other students 
had relatively frequent sessions, at least during their first term.
Several students appeared to feel that their tutors could give them greater 
guidance with their studies. On the other hand, a  number of students 
expressed sympathy with tutors who had done their best to get to grips with 
the Diploma only to become disillusioned when the students rapidly lost 
Interest in It.
4.3.6 General conclusions
The vast majority of students interviewed felt strongly that üiey would have 
been better off without the Diploma. While som e had benefitted from various 
aspects of the programme, most notably work experience, there was a 
general feeling that such experiences did not require the framework or the 
volume of paperwork. Students were deeply cynical about its external 
currency.
Students often valued the efforts their tutors were making on their behalf. 
However, many were certainly missing out on the structured process of 
review, recording of achievem ent, careers exploration and action planning 
that were Intended to be integral to regular ‘one to one’ tutorial sessions.
A more structured Introduction to the programme and initial ideas of how it 
would operate would have been of all round benefit and this, in the eyes of 
the students, would have benefitted their tutors just a s  much. Without this 
structure it was neither very clear where the various discrete parts should 
interlock or why and how the programme was a ssessed  and accredited a s  it 
was.
Certainly the programme does not seem  to have had the desired impact in 
getting all students involved to more closely focus their career choices.
4 .4  In terv iew s with S t.M atthias High Schoo l te a c h e rs  on  th e  
D iplom a c o u rs e  team
4 .4 .1  In tro d u c tio n
The researcher was able to conduct interviews with three of the Diploma 
staff team . He sent out a  framework of questions to all the team  and some 
chose to use that as a  questionnaire return rather than as  a  structure to 
prepare for interview.
The Schem e Coordinator, B ridget D onahue, was not available for 
interview at the time these were initially scheduled. In fact the researcher 
was unable to secure an interview with her until March 1995. She had 
som e valuable insights based on a  longer term perspective of Diploma 
practice in relation to that of its successor, GNVQ.
T eacher Main curriculum area(s) Any previous 
experience  of 
P re -v o ca tlo n a l 
education?
Date of Interview 
/q u e s t io n n a ire
Bridget Donahue Business Education at all 
levels, inc. NVQ qualifications. 
Coordinator, Diploma of 
Vocational Education.
Yes. City and Guilds 
365, CPVE and 
Foundation Progr- 
-ammes.
Interview (6.3.95)
Fom Braddock Business Studies/ Economics 
at all levels to A Level.
Sixth form General Studies.
Yes. CPVE and 
City and Guilds 365
Interview (1.12.93)
Ruth Lawson Modem Foreign Languages No. Interview (14.9.93)
John Mann Head of Science. 
Personal and Social Ed.
Yes. CPVE Questionnaire (7.93)
Mike Grant Head of Art. No. Questionnaire (7.93)
Phil Goss I.T. Maths. P.E. Yes. CPVE Questionnaire (7.93)
Frank Rankin Sociology. History. Politics. No. Questionnaire (7.93)
The interviews varied in structure in order to expand upon particular points raised 
by the individual teachers concerned. That with Donahue in particular was able 
to draw on reflection in the light of experience with post-Diploma vocational 
programmes. Full details of the interviews and questionnaire responses are 
included in Appendix 16. The main issues raised are considered under the 
following headings:
4.4.2 Teaching role on the Diploma programme.
4.4.3 Preparation for that role and subsequent staff development
4.4.4 Opinions as to the advantages and disadvantages of the 
Diploma for students
4.4.5 Teaching and learning approaches used
4.4.6 Assessment issues
4.4.7 The role of the tutor on the Diploma programme
4.4.8 The role of the Diploma team
4.4.9 Timetabling and resourcing issues.
4.4.10 General conclusions
4.4.2 Teaching role on the Diploma programme.
Both Braddock and Grant had been responsible for a  tutor group and for 
delivering Introductory and Exploratory, though not Preparatory, modules. 
Lawson, Rankin and Goss had similar duties but also delivered 
Preparatory Modules. Mann had responsibility for some Preparatory 
Modules. Donahue had overall coordinating responsibilities including 
leadership of the Diploma team of teachers.
4.4.3 Preparation for that role and subsequent staff development
Donahue was unhappy with the amount of time given to staff preparation 
for the course. She had wanted a  three day induction for the whole team of 
teachers involved in Diploma delivery; tutors and teachers responsible for 
Preparatory Modules. It was a  grand plan to investigate the overall 
implications of vocational education in the Sixth form but the potential 
number of teachers involved was too great to make it feasible. Perhaps too 
many staff had become involved in delivering the Diploma yet many 
teachers were needed to give a  breadth of student entitlement through a 
range of Preparatory Modules. It was a dilemma, said Donahue.
Given the difficulties encountered in the first month, Donahue would have 
preferred, with hindsight, to have allocated some of the limited staff induction 
time to the end of September.
She did appreciate the difficulties of those staff who were genuinely trying to 
grapple with the complexities of the course. But som e of the teachers who 
were to be involved on the periphery of delivery had demonstrated little 
interest when a  preliminary information session had been organised. A 
session planned later in the programme to help staff with Preparatory
Module criteria had also received a  poor response.
D onahue saw her own role in the process as being one of explaining to the 
tutors both what the programme involved and its role within the overall Sixth 
form curriculum. This was in addition to her role as team leader with 
responsibility for day to day administration, organising INSET and allocating 
responsibility for various elements of the programme. She would have 
valued more support from advispry staff in helping tutors to develop a  clearer 
perspective of the course. In practice her information to staff passed  by a 
process of “Chinese whispers” to the students.
B raddock considered that teachers had been poorly prepared for the 
Diploma. There had been a  limited time to look at the documentation but no 
time for a  preliminary discussion of the delivery issues. There should have 
been, but was not, a  considerable input on assignment based learning. This 
preparation contrasted strongly with the long County courses organised 
prior to the introduction of CPVE. He remarked that for newcomers to 
prevocational education :
“..the limited time actually probably frightened them off rather than gave them 
enlightenment.”
L aw son spoke of a  considerable initial shock, particularly a s  she had not 
been involved in CPVE. It had been “overwhelming” coming to term s with 
what she saw  as vague criteria. She initially felt “very woolly to be honest” 
about what was involved although she later became more used to it. Prior 
visits to other schools offering the Diploma were valuable but no substitute 
for the unique issues that arose in ‘hands on’ experience in your own 
school, persuading ‘academic’ students to take an active part.
Preliminary support from advisory staff had been valuable but more sessions 
would have helped. She would have certainly liked to have seen  regular 
on-going support to help address issues such a s  assessm en t criteria and 
module delivery as well as getting the Diploma ‘m essage’ over more 
effectively to the students. General help with tutoring skills would also be 
have been valuable.
B raddock was ambivalent about the support given by advisory staff. If 
anything he preferred to be ‘left alone’ at present in the light of all the other 
issues attached to the new school. However, he would have welcomed 
support with assignment Writing and giving over team meeting time to cross 
moderation in order that members might compare approaches to 
assessm ent and accreditation. So far the latter had not happened.
His model of staff development would hâve been a mixture of whole team  
discussion of common issues combined with specific support for individual 
classroom teachers.
Law son would have particularly liked more guidance in coping with the 
“tremendous pressures of paperwork” within administration. She also found
it hard to keep track of individual students’ progress. She felt the whole 
Diploma team had struggled to come to terms with the criteria and she would 
have welcomed help in that area too . G oss was similar in the latter respect.
Of the other teachers, those that had been involved in CPVE previously felt 
better prepared for the Diploma than their colleagues. One of these had 
. attended the County Tutoring for Entitlement’ programme and had found 
it invaluable in helping to develop a  range of tutoring strategies. Advisory 
teacher support was generally looked on favourably.
4.4.4 O pin ions a s  to  the  a d v an tag e s  and  d isa d v a n ta g e s  of the  
D iplom a for s tu d e n ts
D onahue saw the major value of the Diploma as preparing young people 
for the world of work. B raddock saw the course framework as valuable in 
getting students to consider Careers options. He also spoke of the value of 
work experience. Lawson and other members of staff concurred.
B raddock  did not however feel that the Diploma framework was essential 
for such activities. Despite the “standard patter” about helping with career 
choices and so on, he felt that many students failed to see  the relevance of 
what they were doing.
He spoke of student anger caused by making the Diploma compulsory and 
the problems this had given rise to in resistance to all tutors tried to do. 
Retrospectively he felt that it had been a  mistake to mention the Diploma by 
name. Rather they should have embarked on a series of learning 
experiences that would have covered the criteria. Yet at the end of the 
course the students’ main concern had been to achieve certification as 
recognition of the effort made.
Lawson felt there was something dishonest in telling students that the 
programme would broaden their horizons and then to state that most 
Preparatory Modules might be accredited through ‘overlap’ with mainstream 
subject areas. Two other members of staff were not enthusiastic about the 
content of Preparatory Modules and felt the criteria, often complex, should 
be simplified. One wanted more ‘taught’ Preparatory Modules and some 
streamlining of the Introductory Module process.
L aw son considered the inadequate time allocated to induction as a  major 
problem. It boiled down to issuing a  wad of information rather than helping 
students with course orientation through simulated activities. The students 
were provided with no vision of the course a s  a whole. D onahue  felt it a  
great pity that her request for a  three day student induction prbgramme had 
been rejected by the Head.
D onahue felt that many students had found the Diploma more beneficial in 
retrospect than it had seem ed at the time of study. She pointed to students 
requesting Diploma course profiles for their higher education applications
and employers requesting various course assessm ent reports for interviews. 
In the end over ninety students completed the full qualification.
She spoke of the way that many ‘less able’ students had valued and 
benefitted from the time to discuss their learning with tutors and had the 
Diploma been given what she called “higher status” , she felt sure others 
might have found that beneficial too.
4 .4 .5  T each ing  an d  learn ing  a p p ro a c h e s  u se d
B raddock’s  approach was fundamentally assignment led but linked to a  
range of teaching and learning styles. A great deal of discussion was 
involved. Students made presentations. There was group work and 
simulations. There was also an element of ‘chalk and talk’. These 
approaches did not differ from those he used elsewhere in his teaching.
B raddock  did not have a  say in the content of the modules he delivered but 
som e flexibility as to how they were delivered. Lawson and her other 
colleagues also felt they had considerable autonomy in that respect. They in 
turn referred to a  wide range of what might be termed student-centred 
approaches; individual teachers placing particular stress on different 
aspects of methodology. Most felt that they taught in a  similar m anner on 
other courses although one felt that with the Diploma he placed more 
em phasis on discussion and another, on career opportunities.
L aw son was unclear as to whether her approaches on the Diploma had 
influenced the way she taught elsewhere. Two of her colleagues felt it had 
helped with developing a more effective approach to differentiation.
B raddock  found the assignments centrally produced by the Coordinator as 
very constraining and possibly the “weakest part of the course” . They had 
been produced in that manner to help relieve tutors of an additional burden 
However, they were a  rather dull reiteration of the course criteria and 
insufficiently differentiated to meet the needs of more academic students.
He presided over a  ‘mixed’ tutorial group of one-year and two-year Sixth 
students. He felt that A Level students were much less committed to the 
programme, believing it to be irrelevant. He did not agree with this view but 
felt sympathy for those students who could not readily find Preparatory 
Modules to complement their mainstream studies.
R ankin felt that the Diploma had improved the quality of student learning 
through placing:
“emphasis on self-responsibility, inquiry and collating information and 
generally presenting themselves. ”
Empathetic tutor support was essential.
D o n a h u e  agreed. She also pointed to work experience as an important 
context for learning.
neC')
4 .4 .6  A sse ssm e n t is su e s
D onahue felt that it was valuable for young people to be assessed  against 
a  range of given criteria. She acknowledged the initial difficulties that some 
students experienced with using criterion based assessm ent by comparison 
with a 1 to 10 or A,B,C system. She felt that once they became used to it, 
they appreciated its rigour and the opportunities it provided for feedback and 
a  negotiated assessm ent process. She found the process of preparing • 
module summaries far too rigorous; paper heavy and a  constant irritant.
Many students in fact eventually cam e to terms with the assessm ent system, 
particularly those given positive tutor support. However som e tutors were 
less helpful and their charges continued to the assessm ent system difficult 
to comprehend. Some teachers also struggled with assessm ent criteria 
e.g. Geography teachers on the ‘Geography of Tourism' module.
B raddock  distrusted any system that was based on competency checklists 
yet lacked specific criteria. Such imprecision was manifest in the Diploma. 
For instance, instructions to complete a  local job survey made no reference 
to the scope of evidence required. He did discuss assessm ent criteria with 
students but only when they were concerned as to how to meet them.
Of the other teachers, one considered that the complexity of the assessm ent 
process made it essential to involve the student from an early stage.
4.4.7 The role of th e  tu to r on th e  Diploma p rogram m e
D onahue felt that the programme provided an ideal vehicle for tutors to get 
to know their tutorial groups; their personal and career aspirations. It lent 
itself to a  genuine teacher-student partnership. Indeed the system 
established was in part to survive the demise of the Diploma.
B raddock  felt that his tutorial role had if anything been constrained by the 
Diploma. He spoke of the process of tracking students' progress as: 
“...immensely time consuming....there was a lot of consumer resistance 
which meant a lot of ...chasing people up for doing things. "
Such activities got in the way of valuable discussion about more general 
aspects of Sixth form life. This was a  view shared by G o ss  and Mann.
Lawson referred of valuable work in discussing individuals’ career interests 
and job application strategies; as well as their Records of Achievement. She 
agreed with B raddock concerning the time spent on helping reluctant 
students to choose their Preparatory Modules.
She felt that the demands of the Diploma made a clear difference to her tutor 
role than if she had been involved elsewhere. She would have had a  
responsibility for pastoral case and FSE but not the diversity of duties she 
now found herself with. She focused much of time on individual work with
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Diploma students rather than on group work. This, she felt , w as the most 
practical way of meeting the individual needs of students and also 
explaining course dem ands to students with a  range of abilities. Such an 
approach was both time consuming and exhausting.
Mann also referred to mixed ability tutorial groups as demanding “diversity, 
enthusiasm and boundless energy. ”
Rankin felt that the tutor’s role was essential in motivating students and 
getting them to talk about their learning on the programme. Counselling and 
guidance were paramount in meeting individual student needs and 
aspirations and helping students to build on their strengths and develop self- 
reliance. There were considerable differences between students in terms of 
written work, presentation and fluency and such guidance was essential in 
working from individuals’ points of reference.
B rad d o ck  welcomed the School’s  commitment to ‘one to one’s  although 
som e students might find these threatening. The size of tutor groups could 
also mean up to a  three month lapse between sessions. It w as thus 
important to employ a  less formal system of personal tutoring too. L aw son 
agreed with this view.
Depending on individual student needs B raddock employed a  range of 
approaches. With some he insisted on a  formal agenda to ensure a  
structured discussion of progress on the course. With others there were 
more informal arrangements and occasionally counselling if the student felt 
the latter to be appropriate.
D onahue felt it,was good that students should have the opportunity to 
action plan. B raddock disparaged the role of action planning. He believed 
the process to be overly mechanistic with only a tenuous relationship to how 
people behaved in ordinary life. Reflection and planning were important but 
written action plans might be only one of the strategies; and reviewing 
against checklists of criteria could prove unduly constraining.
The concept of students negotiating their way through the programme, 
B raddock  felt to be somewhat grandiose given the paucity of time devoted 
to induction and the poor grasp that most students had as  to the overall 
purpose and structure of the Diploma programme. In actual fact students 
were often “scratching around” tor Preparatory Modules to complete 
statutory accreditation rather than following some coherent plan. This was 
hardly a  picture of purposeful and planned negotiation. By all m eans 
employ dual accreditation as and when appropriate but not if it gave rise to 
such a  pointless ‘tick box’ activity.
Other colleagues felt that students did have some opportunity to build on 
previous success and to work on narrowing down the possible options as 
they cam e to discern career routes for themselves.
B raddock  felt that some of the cynicism shared by staff and students alike 
on dual accreditation stemmed from the pressure that all were feeling as the 
newly united school came to terms with its new set up. For instance, a 
Chemistry teacher not otherwise involved in the Diploma and worried about 
moving to new laboratory accommodation was hardly likely to give much 
priority to a  student thrusting a  sheet in her face and asking her to tick boxes 
accrediting what they might have completed in ‘Laboratory Skills’!
4.4.8 The role of th e  Diploma team
B raddock felt that the Diploma tutors acted as a  group of individuals rather 
than a  team. Whatever initial enthusiasm there was quickly evaporated for 
many tutors as they struggled with the programme. He went on:
"We had team meetings but I don’t think that’s the same as being a team.
We had mixed perceptions and ideas. Some people were doing the 
Diploma under sufferance; the staff I ’m talking about now! I’m not sure that 
after a while I recall anyone being enthusiastic about it. ”
Both L aw son  and B raddock felt that any evaluation of the programme by 
the team had been at best ad hoc. Other colleagues referred to it being 
raised at team meetings but apparently not in a  very structured fashion.
L aw son said that team meetings had been rushed affairs because of the 
logistics of movement between two school sites. Further there never seem ed 
to be:
“that important chance over a cup of coffee to informally discuss common 
problems with colleagues. ”
Other colleagues valued the notion of being part of a  team and the benefits 
of effective programme delivery through discussion of common issues and 
the sharing of resources and approaches. However, the rather abstract 
tone adopted leaves one to wonder to what degree the statem ents were 
founded on Diploma practice.
D onahue reflected on her role as team leader and the general 
m anagement of change issues involved. She would have liked much more 
say in choosing who would be on the Diploma ‘team ’. She was happy to 
give all possible help to those teachers willing to endorse the change; but 
she resented those who, as she termed it, “set their face against change”. 
Their cynicism signalled to students that the course had little value.
4.4.9 T im etabling and  reso u rc in g  Issu es .
If anything B raddock felt that the Preparatory Modules might have been 
timetabled more sympathetically. It appeared that they had been staffed on 
the basis of who had spare timetable slots rather then specific expertise.
L aw son constdered that more time should have been given to guiding the 
students in their choice of Preparatory Modules. She felt this was a difficult
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area  and merited a  “second stage” of induction. There might have been 
some benefit from temporary timetable suspension and a group of tutors 
working together.
She spoke of having seen Diploma provision at another W estshire school, 
Framsden Manor, where accommodation was more specifically tailored to 
the needs of the programme. This might have helped at St.Matthias High.
Donahue felt that had ‘Diploma’ time and tutor group sessions been 
timetabled at the beginning of the week, rather than the end, students would 
have been better able to focus on what needed to be done in the week 
ahead and plan accordingly.
She felt the programme had been adequately resourced.
4.4.10 General conclusions
Overall, Braddock considered that the Diploma was a  constraint on Sixth 
form ‘entitlement’. If anything, it
“..denied students the opportunity to look at wider issues. ”
He gave examples of such issues in the form of ethical concerns and 
historical and cultural matters. He felt that the emphasis of the Diploma was 
too heavily vocational. If anything it had reinforced his conviction that there 
should be a  structured General Studies programme to incorporate more 
than specifically vocational matters. ;
Lawson felt that there would be no full entitlement until there w as a  greater 
choice of Preparatory Modules to meet the needs of all Arts and Science 
students.
Braddock would have been happy to continue offering the Diploma with 
three main provisos. The first concerned re-design of assignm ents to 
embody a  greater degree of differentiation, creativity and imagination. The 
second concerned soft pedalling the ‘vocational m essage’. The third related 
to providing a  longer period of induction, at least a  day when there would be 
discussion of;
“...Sixth form methods of working; expectations of the School of the Sixth 
form as regards approaches to study...Instead of pushing the (Diploma) 
structure as we did before, I think I would push much more expectations with 
regard to assignments and the work that’s set and then that would not single 
out the Diploma as different.”
Lawson agreed with Braddock’s views on induction. She would have 
made the Diploma optional in future despite its potential benefits in breaking 
down barriers between ‘academic’ and ‘non academic’ students. She 
questioned whether there could be good quality control for such a  large 
cohort were the programme to remain compulsory.
She drew attention, as had Braddock, to the background against which the 
Diploma had been introduced. There was disruption caused  by teachers 
shuttling between two school sites. Also staff were facing important 
developments in National Curriculum Key Stages 3 and 4 as well as other 
new curricular programmes.
D onahue felt that the programme would have been improved with an 
adequate period of induction both for students and the staff team. She would 
have made the course optional. Most of all City and Guilds would need to 
“cut out seventy per cent of the papen/vork”. She felt strongly that a s  it stood 
the Diploma was too cumbersome and bureaucratic to provide a  valuable 
structure for an entitlement programme.
D onahue stressed the importance of parental support. She described this 
as  an “untapped source” which needed to be harnessed positively. Often 
two or three vociferous parents could turn both their children, and as  a  result 
other members of a  tutor group, against a  course programme. This had 
been the case  with the Diploma. She acknowledged that many parents 
were naturally conservative on matters of curriculum change. They would 
more quickly overcome such resistance if the Department for Education, 
higher education institutions and employers for their part gave a  more 
strongly stated commitment to a  programme at national and local levels.
As a  m anager of change, D onahue felt that City and Guilds had done her 
and others an enormous disservice when they:
“pulled the rug from under our feet after, what, two years. This meant that 
those of us that had gone in for it in a big way were left with egg on our faces 
to quite a large extent and I don’t think that I would ever be trusted to go that 
far down the road again.... ”
4.5 Dates from the researcher’s diary: observations and reflections, 
1991-93.
4.5.1 Contents and observations from the diary
June 1991: merger announced of two single sex 13-18 
schools in Priestmoor: W esthayes Girls’ and 
Priestmoor Boys’. To operate as St. Matthias 
High School from September 1992.
Septem ber 1991: Dr. Jam es Hapgood, Priestmoor Head, appointed 
Head ‘in waiting’ of new school.
7 November 1991: joint staff training day to initiate visioning process 
for the new school. Facilitated by Westshire TVEI.
November 1991- : 
February 1992:
researcher employed as consultant to work with 
members of Senior Management Team to help 
draw up Sixth form entitlement curriculum 
framework. Researcher presented discussion 
paper to consider possible alternatives .
February 1992: Diploma framework adopted.
Bridget Donahue, W esthayes CPVE Coordinator, 
appointed Diploma and NVQ Coordinator. She 
was to liaise closely with Ralph Meiklejohn, newly 
appointed Head of Sixth form and the researcher 
to set up framework and initial staff development.
May 1992: Staff development programme drawn up. Jam ie 
Laing, Westshire LEA adviser, to work with 
researcher as co-facilitator of process:
(1 ) three days familiarisation with designated 
Diploma Tutor Team (June 1992)
(2) a  whole staff awareness raising session to 
be held in the post-school briefing slot.
' (Summer Term)
(3) visits to other Westshire schools where 
Diploma successfully provided an 
‘whole’ Sixth accreditation framework; 
to witness operation ‘on the ground’ 
(Summer Term)
(4) further day to explore issues identified by 
Team (around Autumn half term, 1992.)
12 June 1992:
16 June 1992:
25 June 1992:
Hapgood relayed Donahue’s concerns that she was 
being “pressurised” by “demands” from the 
researcher and Laing. This was an apparent reference 
to guidelines for Diploma provision drawn up including a  
booklet produced by the researcher and given to 
Meiklejohn. She was also concerned that Laing and the 
researcher were trying to stop her inviting the course 
Verifier from taking part in the Diploma familiarisation 
days. (Those days having now been restricted by 
Hapgood to two.)
Laing and researcher reluctantly agreed to invitation to 
External Verifier.
Laing’s whole staff awareness raising session received 
a  mixed reception. Some staff were clearly indifferent, 
even hostile. Laing felt that some saw the Diploma as  a  
‘low level’ successor to CPVE. SMT members did not 
convincingly counter such arguments.
evening meeting at School for prospective Sixth form 
students and their parents. Researcher and his wife 
attended as parents. Diploma given high profile visual 
presentation a s  a  valuable student option.
The researcher reflected that had he not been directly 
involved in drawing up the framework, he might have 
struggled to understand why this element was being 
included in the programme. Several parents who knew 
of his involvement questioned him aften/vards about the 
value of the Diploma.
29/ 30 June 1992: two days staff development at ‘The Star’ ,
Prudhorn. Active exploratory work planned to follow 
opening input by the Verifier. This was to include 
assessm ent issues and the role of the tutor. On the first 
morning, Donahue and Meiklejohn requested the Team 
have the second day to themselves.
The first day was spent in some exploration of framework 
through direct inputs and small group work but some 
outstanding concerns had not been addressed including 
assessm ent criteria.
Generally agreed by all present that a  significant period 
of time (three days) ought to be devoted to student 
induction. Hapgood vetoed the request, basing his
decision on previous experience of lengthy and 
unsatisfactory Sixth form induction programmes in the 
past. He would make no concession despite requests 
from Donahue, Laing, the Verifier and the researcher. 
Induction would be limited to the first morning of the 
Autumn Term.
Septem ber 1992- the researcher sat on the Diploma Management
July 1994 Group, which, in line with official City and Guilds
guidance also consisted of representatives from the 
governing body, local business, the Senior 
Management Team, the Westshire Careers Service, 
Tinwater College and the Deputy Head of Sixth form.
The Group had oversight of developments, including 
feedback on Verifier’s reports. The agenda usually 
consisted of reports from the Coordinator and 
discussion of the issues raised. It did however plan an 
aw areness raising evening for local employers with 
Diploma students to play a  key role in organisation and 
presentation. The latter was seen as an important 
vehicle to foster external support and credibility for 
the programme. It w as eventually staged in May 1993.
October 1993- the researcher was invited to a  number of Diploma Team
February 1994 meetings, events organised in school time, or after school, 
usually every three weeks. Most meetings were 
scheduled for little more than an hour and a  half and some 
tutors could attend for only part of the time.
Minutes show that the meetings tended to consist of 
national updates and associated discussion; internal 
directives and concerns and learning materials 
prepared by Donahue. Staff development rarely 
appeared on the agenda except when the researcher 
was invited to attend.
Usually such development was targeted at issues 
thrown up by classroom practice but on a  designated 
INSET Day in the Autumn Term, there was a  broader 
focus on interpreting module assessm ent criteria and 
issues of sufficiency of evidence. The researcher used 
newly published G NVQ criteria as a means of exploring 
issues of interpretation. In the event he was singularly 
ineffective.
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A wider ranging discussion evolved, tantamount to an 
unburdening of staff concerns, many of which centred on 
student disaffection with the Diploma and a  structure 
and criteria that were so vague as to make it difficult to 
convince them of its potential benefits.
The researcher felt sympathy for a  confused staff and 
over-worked Coordinator but also frustration that there 
had not been structured exploration of the issues 
initially identified. The brunt of the criticism fell on the 
Coordinator, which he felt might have been better 
levelled at City and Guilds or senior management.
The researcher agreed to a  request from some tutors to 
work alongside them on 'one to one’ sessions. A date 
was agreed for November.
5/6 November 1992: four members of the Diploma team, including the
Coordinator and the Head and Deputy Head of Sixth 
form, attended a  two day TVEI residential conference 
on Tutoring for Entitlement’. This was an introduction to 
a  tutor skills programme devised to focus on more 
specific elements of tutoring in subsequent modules. 
These options would be available at subsequent 
conferences of which the first was scheduled for two 
days in March 1993. The format also included an option 
of on-going classroom support by advisory staff.
The evaluation sheets submitted by the St.Matthias 
delegates were very positive. They described a  valuable 
experience and also outlined issues they wished to 
pursue further.
12 November 1992: the researcher visited the School in the belief that 
he would be working with tutors on ‘one to ones’. He 
first met, however, a  full tutorial group and was 
introduced as the person who would explain why the 
Diploma had been ‘foisted’ on them. He received a  
hostile reception, sensing at the time that he was to be 
a  focus for student frustration as a  progenitor of the 
original entitlement scheme.
That frustration "was particularly vocal from the A Level 
students. Some on four A Levels felt they had made 
clear decisions as to their career routes. They 
questioned why the Diploma should ‘clutter up’ already 
busy timetables.
23 March 1993:
The researcher drew on his experience as Education- 
Industry Compact Coordinator to describe how many 
businesses claimed to be seeking employees with skills 
of personal initiative and organisation, flexibility and 
teamwork. Patterns of employment and rapidly changing 
markets in the next century would demand such skills.
The arguments generally failed to convince the group.
They claimed that both their parents and local 
employers felt the Diploma had little credibility either in 
terms of the job market or higher education places.
The researcher worked with two other tutor groups, 
which expressed very similar concerns. He left sensing 
strong student hostility to the programme, doubtless 
exacerbated by the School’s failure to explain its 
purpose clearly and yet making it compulsory. He mused 
on the opportunities lost through providing an 
inadequate period of induction.
He sensed that much hostility had been born of parental 
scepticism about the role and place of the Diploma or, 
for that matter. Careers education in the curriculum.
Such an attitude may have been fuelled by ignorance or 
poor information but it was nevertheless a  reality to be 
faced.
There was a  further clear m essage from A Level students that 
the Diploma was ‘low level’ stuff better suited to the needs of 
school leavers with few qualifications than to what they termed 
‘academic’ students.
Diploma provision featured as a key feature of the 
Report presented at the School’s annual TVEI Extension 
review session. Four students representing a  cross 
section of the different Sixth form courses spoke about 
their involvement in the Diploma. The Report outlined 
the progress to date in some detail and referred to the 
Verifier’s comments that the School was fulfilling the 
criteria for the Diploma. The Report concluded:
The tutors have been supportive of the Diploma and 
agree that it is a good Sixth form Tutorial Programme.
The students themselves were uncertain of the 
Diploma’s worth at the start of the year, but as its 
component parts have started to fall into place and after 
benefitting from a work placement element, most 
students are now realising its potential as a vehicle with 
which to prepare for the future.”
The students selected to talk at the TVEI Evaluation 
meeting were generally very positive about the 
programme were quick to point out its virtues.
The Verifier’s report (4 March 1993) undoubtedly 
referred to the School’s strong commitment to the 
Diploma and to thé profile it had been given through 
elements such as allocation of time to ‘one to one’s  and 
provision of quality learning aids such as course folders 
and work experience booklets. It also mentioned the 
considerable volume of paperwork and duplication 
involved in its administration and felt that the School 
might respond to that point.
The Verifier believed that there had been some 
“misunderstanding of procedure” in recording 
Preparatory Module competence. Recording of 
competency should follow as soon as possible after 
completion of task or experience and activities be 
differentiated to aid competency development at 
progressive levels. Tutor-student dialogue was 
essential to negotiation of tasks and projected outcomes 
and to full involvement of both parties in the assessm ent 
process. Student ownership was paramount.
The conclusions of the Evaluation and Review Report 
were by no means endorsed by the student and staff 
questionnaires and interviews carried out by the 
researcher. Nor was the enthusiasm of the students at 
the session borne out in their individual comments on 
the questionnaires.
29/ 30 March 1993: no St. Matthias teacher attended the second two days 
of the ‘Tutoring for Entitlement’ programme. Donahue 
told the researcher that the H eadteacher had vetoed 
attendance as all teachers concerned had “had enough 
time out of the classroom on INSET that term”.
A prior representation by the researcher to both Head 
and Curriculum Deputy to reconsider this decision in the 
light of the conference would have for those concerned 
drew a negative response.
(The Tutoring for Entitlement’ programme was to 
continue to run twice per year for another three years. 
Only one Team member ever attended for the second 
two days, course. Nor was in-house support 
subsequently requested for St Matthias tutors .)
21 May 1993: the Diploma students held the planned meeting for local
employers. Over a  buffet prepared by the students, 
employers viewed displays of work and asked 
questions.
There was a  short and amusing review of the course, 
scripted and directed by the students. The researcher 
was unclear as to its purpose for that particular event. It 
gave the impression of a  course heavy on paperwork 
and beset by confusing jargon.
22 November 1993: presentation of an evaluation of the first year of the
Diploma by the researcher to the Diploma Management 
Group, based on student response through 
questionnaires and interviews.
Despite some of the uncomfortable issues raised , there 
was little ensuing debate. However, the Westshire 
Careers Adviser confirmed that she had detected 
student confusion a s  to the purpose of the course; and it 
w as again acknowledged that an insufficient period of 
Induction provoked many subsequent problems.
As an outcome of the evaluation it was agreed not to 
make the Diploma compulsory in future for students 
studying three A Levels and to allow A Level students to 
complete their qualification over two years if they wished 
to do so.
4 .5 .2  Reflections by the researcher on the contents of his diary
4.5.2.1 The TVEI Evaluation and Review Report for 1993 described one of its 
foci asfthe introduction of the City and Guilds Diploma for all Year 12 
students as a means of providing a framework for entitlement”.
Here was the school vision writ large. It had developed out of initial 
discussions on Sixth form provision in the newly amalgamated 
school. The researcher has no reason to suppose the programme 
was anything but a  genuine response to that commitment to a  high 
quality learning experience for all Sixth formers. Making the 
programme compulsory was a  signal of commitment to ‘entitlement 
of access'. So was heavy investment of resources into ‘one to one' 
tutoring and provision of well produced learning materials.
4.5.2.2 However, the degree to which the staff owned that ‘vision’ is by no 
m eans clear. On the occasion that the researcher found himself 
explaining the purpose of the Diploma to tutor groups, it was not clear 
how much ownership individual tutors had as  opposed to what was 
controlled by central directive. These doubts were reinforced by the 
Head’s decision on time allocated to induction in the face of contrary 
advice from practitioners and also the veto imposed on staff intending 
to attend the second two days of the tutoring course.
4.5.2.3 Whilst students might understand the general concepts behind a  
broad based entitlement programme, they were by no m eans clear 
how the Diploma filled the bill and the potential benefits to be had. 
Hence many saw it as  a  unprofitable way to spend time or as in the 
case  of some, a ‘low level’ programme. The vision of entitlement 
would not be made any clearer by a  subsequent decision to exempt 
three A Level students, and only them, from the Diploma.
4.5.2.4 Nor did all the staff share in that vision of post-16 entitlem ent, and 
little effort beyond a relatively short end-of-day briefing session 
had been deem ed necessary to win consensus. This undoubtedly 
had knock on effects for students who sought accreditation for 
modules from people unfamiliar with, or uninterested in, the Diploma 
programme.
4.5.2.5 The School saw the need to gain credibility for its vision of entitlement 
with its partners in the community; parents and employers. Yet when 
crucial ‘sales opportunities’ arose, the m essage conveyed was at best 
confused and at worst, flippant.
4.5.2.6 Subsequent conversations between the researcher and Laing have 
focused on issues of importing what the latter describes as “quick fix” 
approaches to issues. The Diploma undoubtedly furnished a ready­
made framework in terms of Careers provision and the opportunity for 
students to develop a  range of skills and competencies. But little
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thought appears to have been given to what was meant by the term 
‘student entitlement’ in its fullest sense of knowledge, skills and 
understanding.
4.5.2.7 Even had that full vision been c le a re r , it would have been necessary 
to give greater thought to the potential of the Diploma for delivering it. 
The researcher as consultant was as culpable here a s  anyone else 
concerned. To fail to have a*vision of entitlement based on what was 
wanted in term s of skills, attitudes and experiences for the individual 
student was to run the risk of becoming ensnared in a  series of 
complex course frameworks, matrices and tick boxes with little 
context in reality.
4.5.2.8 The introduction of this far-reaching programme needs to be placed 
against a  backdrop of considerable disruption for both staff and 
students. Pending the building and completion of a  new school, 
teachers, though not students, were often operating in two separate 
buildings one and a  half miles apart, with all the problems attendant 
upon split site operation.
4.5.2.9 School merger was also a  source of anxiety for staff. Many found 
them selves with new responsibilities and working in unfamiliar 
surroundings and sometimes in unfamiliar ways. In such a  context 
som e tension between Diploma Coordinator and Head of Sixth form, 
as over staff development arrangements, is perhaps not surprising. 
They hailed from different schools and to some extent, had different 
philosophies on Sixth form provision.
4.5.2.10 Merger also seem s to have engendered a lack of self-confidence 
about the m essage to be conveyed to the public. (Perhaps this 
was heightened by the increased number of Year 11 students 
opting for post-16 programmes at Tinwater College.)
4.5.2.11 Taking this background into account, perhaps it might have been 
better to have delayed introduction of the Diploma for a  year.
Certainly that might have avoided the somewhat anodyne attempts at 
evaluation that characterised reports for public consumption in the 
Management Group and TVEI Extension forum. Such reports did not 
aid in-depth discussion of the issues nor the development of 
strategies to improve future provision . The only full evaluation report 
based on consum er reaction was provided by the researcher but it 
provoked little debate within the Diploma Management Group.
4.5.2.12 Deferred introduction would have allowed a  more comprehensive 
staff development and familiarisation programme. Even the original 
time requested had been minimal in terms of covering the important 
issues. The final arrangement was far too little, far too late and 
begged a number of questions about cost effective use of time.
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4.5.2.13 The Head’s attitude to staff development expressed in the veto on 
attendance on the second two days of the tutoring programme, raises 
a  number of questions. It was legitimate to express concerns about 
staff absence from the classroom, but setting the loss of considerable 
benefits to the Diploma programme against some notion of personal 
staff entitlement to ‘days out’ does appear strange. It strikes a  tone of 
providing staff development as a  reward rather than a  means of 
improving quality of teaching and learning provision.
4.5.2.14 There has long been a  debate about the degree to which the support 
of external educational advisors should be used compared to the time 
allocated to internal discussion and reflection. In the case  of the 
Diploma it might be argued that the scales were tipped too much in 
favour of  ^internal reflection. Staff had the time to reflect on the role of 
the programme and its implications but lacked some valuable 
external stimulus. Too much unsupported internal reflection, argued 
Laing, often meant ‘in house’ development was synonymous with the 
“blind leading the blind”.
4.5.2.15 Both Laing and the researcher might have displayed greater 
sensitivity to other issues in the School at the time. Then the 
Coordinator in turn might have felt less pressurised and not come to 
interpret offers of help as ‘interference’. Perhaps, too, they might have 
more strongly recommended delaying introduction of the Diploma to 
allow adequate time for familiarisation and preparation.
4.5.2.16 Tutor Team meetings do not appear to have made for in-depth 
discussion of the curricular issues. Instead, they often resembled 
complaints sessions based on disparate incidents with insufficient 
time for detailed exploration of the underlying issues.
4.5.2.17 There was clearly some collegiality amongst Team members and an 
appreciation of the work done by the Coordinator. However too much 
delegation of administration and provision of materials to the 
Coordinator, however capable, could only impede the development of 
a  sense  of ownership and collective responsibility among tutors.
4.5.2.18 The Coordinator provided a  clear demonstration of initiative overload. 
She was responsible for all vocational and pre-vocational provision 
and for developing à  response to the new GNVQ qualification; yet she 
still had a  heavy teaching timetable. Moreover, she had had no 
opportunity to attend ‘middle management’ staff training for herself 
despite it being available through the local TVEI consortium.
4.5.2.19 The frustration and concern expressed by the students highlighted the 
need for partnership with parents and members of the wider 
community large scale curriculum changes of this nature. (In this 
respect the Diploma revealed a  poor effort on the behalf of the 
Department for Education to win acceptability for the qualification.
This , of course, engendered scepticism from the outset. The publicity 
attending its’ introduction might properly be contrasted with that for 
GCSE or more recently, GNVQ.).
4.5.20 Student frustration and concern also highlighted the need to include 
students in a  learning partnership, to make clear the purposes of 
programmes that involve them and to listen and attend to their 
opinions. The general impression from the student questionnaires 
and interviews was some sympathy for teachers who were trying to 
help but having difficulty in making sense of the programme for 
themselves. Such openness to a  degree contrasted with the 
apparently uncaring attitude of some Melchester teachers. There was 
thus something to capitalise on; a  relationship that had potential for 
collaboration. Goodwill between students and staff could have 
provided fertile ground for a  partnership to make better sense  of the . 
programme for all concerned and thereby generate a  shared vision of 
entitlement.
4.6 The Diploma: some conclusions
4.6.1 A return to purpose
The major aims of the Diploma as outlined in the St.Matthias High School report 
submitted to the TVEI Extension Review in March 1993 were as follows:
(1 ) the development of skills, knowledge and understanding relevant to adult 
life and work;
(2) a  programme that involved the students in action planning and individual 
negotiation;
(3) a  vehicle for creative and practical problem solving;
(4) the acquisition of specific skills for entry into employment and/ or further 
education;
(5) constructive careers guidance and education.
The programme was introduced as a  framework of ‘entitlement’ although it is clear 
that no overarching definition of ‘entitlement ‘ was attempted . This was probably 
significant as to how individual tutors viewed the programme and its delivery.
4.6 .2  Purpose, criteria, clarity
4.6.2.1 It would be easy to take at face value the students’ comments 
at interview that they had no inkling why the Diploma was included in their Sixth 
form programme. At subsequent stages of conversation it was clear that their initial 
com m ents had verged on hyperbole and that they had a  g rea ter breadth of 
understanding than they had initially owned to.
4.6.2.2 On the questionnaire responses, too, th ree  in every five
students in the questionnaire sample had some concept of why the Diploma had 
formed part of their curricular provision.. There was a  majority of students in every 
course sample who felt that they knew; although that majority w as markedly smaller 
for GCSE students The major response was focused on C areers education and 
guidance although studen ts were also quick to recognise the variety of 
opportunities available for devefoping an aw areness of the ‘real world’ and the 
matching and development of personal qualities to meet the dem ands of adult life. 
A significant number of students also saw the Diploma programme as providing an 
opportunity for a  further qualification although only about 15 per cent actually went 
on to fulfill all the demands of the programme.
4.6.2.3 There was however a  strong resentm ent that the programme 
had becom e compulsory and a  feeling, particularly pronounced on the part of A 
Level students, that the Diploma was an unnecessary added burden to a  very full 
programme of study. It was as if they had listened to the official reasons for Diploma
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provision but remained to be convinced that it was other than a  ‘time filler’. The 
staff involved were also strongly of the opinion that the programme should have 
been made optional. The fact that it was compulsory, said a  number of staff, 
aroused student opposition from the first day.
4.6.2.4 It was clear that the purpose of the Diploma had only dawned 
on many students som e considerable way into the course. Despite the call by the 
Coordinator and her tutor team for a  significant period of induction, supported by 
those consultants from the Advisory Service called in by the School, the only 
induction for the Diploma was integrated into the general induction for the Sixth 
form which took place on the first morning of the academic year.
4.6.2.5 Most students felt that they had got information about the 
course primarily from that induction programme and then from printed sources. A 
substantial majority of student responses to questionnaires and all students 
interviewed referred in some way to the inadequacy of the induction process and 
suggested that this be significantly improved. Information had been minimal and 
confusing with the result that they were unclear as to the direction the programme 
was taking or its purpose. The course was to progress through a  series of events 
whose purpose only gradually became clear. It had been particularly difficult to 
come to terms with the assessm ent criteria.
4.6.2.6 Induction appears to have been little more than a  heavy wad
of printed information which students were sent away to digest. Many students 
said that their initial impression from the way the course had been ‘sold’ was that it 
would involve another qualification at little cost in terms of work. This had aroused 
som e initial cynicism as to its purpose as students questioned why this should be 
so and why there should be a  rigmarole of dual accreditation. Once it transpired 
that in fact the Diploma would involve much more work than students had 
expected, the cynicism turned to anger.
4.6.2.7 Amongst suggestions submitted by students for improvement in
the induction process was a  more structured format involving student participation 
and much less complex printed information.
4.6.2.8 Tutors too were of one mind in pointing to the need for a  much 
fuller induction period. The brevity of what had been offered was, in one tutor’s 
mind, a  signal to students as to the degree of importance being attached by senior 
management to the course.
4.6.2.9 Confusion about information had also arisen because  the 
tutors, and later the subject teachers, involved in the course had been uncertain as 
to its dem ands and implications. This was not surprising for the information that 
they had from City and Guilds was bound to appear complex to a  member of staff 
who had never been involved in a course like the Diploma before. Subject 
teachers, who had been on the margins of its operation, only to be called in to 
accredit elements of the occasional Preparatory Module, were very unclear when 
faced by a  list of module criteria. Tutors called upon to run ‘one to one' sessions 
with students offered a  varied quality of provision. At best the system brought
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relatively regular sessions for individual students that involved elem ents of 
counselling, guidance and action planning; at worst, no individual sessions or 
cursory requests from students as to their progress.
4.6.2.10 Information about option choice on the course w as again 
largely derived from two sources; this time, the students' tutors and printed sources. 
Perhaps significantly, few referred to advice received in Careers lessons. One of 
the teachers was to comment that she felt a  good deal more time should haye been 
given to helping students opt for their Preparatory Modules; perhaps even a 
temporary suspension of the Sixth form timetable to enable tutors and subject 
teachers to give full and informed guidance a s  a  team.
4.6.2.11 As time went on students were able to reflect on elem ents of 
the Diploma programme and on the benefits they had derived from it. Elements 
such a s  work experience and C areers information figured highly in student 
analysis of those benefits but many students wondered whether the opportunity 
cost w as not too high. Why was a  complex structure like the Diploma, driven as it 
was by a  great deal of paperwork, necessary  for the elem ents that they had 
isolated for mention? Would not much of the time consum ed have been better 
served in supporting study for their mainstream courses? Hence there was a  
powerful undercurrent of student resentment below much of what the Diploma team 
was trying to achieve over the year in question.
4.6.2.12 If there was a  vision of Sixth form entitlement provision in the 
School it was one that begged a  number of questions about staff and student 
ownership. Some key staff concerns about induction provision and INSET were 
overridden by the Senior Management Team. No major effort was made to raise 
the aw areness of those staff not centrally involved in the Diploma which had some 
knock on effects for assessm ent and general credibility.
4.6.2.13 An essential element of taking students into partnership in that 
vision was lost at the outset. It was by no m eans clear a s to what the purpose of the 
programme w as and it is debatable whether the School devoted much time to 
exploring its own comprehensive vision of student entitlement when plumping for 
an ‘off the shelf package, (see later)
4.6.2.14 There was clearly som e recognition of the need to inform 
parents and local employers of the purposes of the new programme if it were to 
achieve currency and credibility; but the opportunities used to do so were not fully 
exploited. The evidence of the Coordinator and the feelings expressed by Diploma 
tutor groups pointed to a  considerable undercurrent of parental scepticism about 
the value of the programme.
4.6.2.15 There were employer representatives on the Diploma
Management Group but it is arguable that the School took too long to tap into this 
important source of partnership and endorsement. Benefits might have come from 
employer ‘kitemarking’ of the course, something recognised at early Management 
Group meetings, but awareness raising for employers came late in the first year.
4 .6 .3  Student skill development
4.6.3.1 Generally speaking most students in their questionnaire
returns and on interview denied that the Diploma had m ade any significant 
difference to what they had learned except in the realms of finding out about 
Careers routes and to set targets; and the general demands of the world of work.
4.6.3J2 Even then it should be remembered that there were substantial
minorities of studen ts who had not recognised the developm ent of such 
com petencies. Som e complained of the inadequacy of preparation for work 
experience and the poor quality of placements while others would have welcomed 
the chance of further placements. Others said that their C areers education had 
largely repeated what they had done in Year 11 and one or two criticised what they 
appear to have regarded as ‘low level' material. Assignments were slow to pick up 
on prior learning.
4.6.3.3. It is difficult to generalise about other beneficial aspects of the
programme. Opinions were diverse. Some students valued the em phasis on 
personal and social skill development and mentioned team  work and skills of 
personal organisation in particular. Others valued ‘one to one' sessions with tutors 
but the quality of such sessions varied considerably according to the approach of 
the tutor, ranging from relatively structured and regular discussions about progress 
to infrequent and cursory progress checks. However, most tutorial sessions 
appeared  to lack structured approaches to action planning and recording of 
achievem ent, which had a  relatively low profile overall.
4.6.3.4 Students also reacted in different ways to aspec ts  of the 
modular delivery of the programme; but very few endorsed the overall modular 
progression. There were strongly contrasting views about Preparatory Modules. 
Great cynicism was expressed about the rush to dual accredit modules towards the 
end of the course but on the other hand, certain discretely accredited Preparatory 
Modules were regarded a s  having great intrinsic value e.g. word processing; First 
Aid. There was som e disappointment that Preparatory Modules were restricted to 
two vocational categories and that students were encouraged to opt for those 
closest to their main subject areas.
4.6.3.5 There were also som e qualms about Preparatory Module 
choice among the teachers. One of those teachers felt that the Preparatory 
Modules were insufficiently varied to meet the potential range of vocational 
interests and that they were particularly slanted towards the service sector. Hence 
there w as there w as a  poor match between some A Levels and Preparatory 
Modules. She felt that more credibility would have been given to those modules if 
a  wider range had been on offer in discrete form.
4.6.3.6 The sam e tutor had also felt to som e degree that she was
‘cheating’ the students by portraying the course a s  a  positive aid to C areers 
exploration and a  general broadening of student horizons while, paradoxically, 
implying that dual accreditation with other subject areas meant a  minimum of extra 
work. If this w as the case  why then w as it necessary to offer the Diploma
framework? This view was shared by other teachers who felt that the C areers 
education and work experience provision might be offered separately and with 
greater effect as  a  feature of the entitlement programme without the encumbrance 
of the Diploma framework. It was not an edifying experience to witness students 
“scratching around for Prep Module accreditation” as one tutor expressed it.
4.6.3;7 Staff responses overall revealed a more positive picture of the
personal qualities that they felt students had developed and there was particular 
reference to the development of self confidence, initiative and the more ready 
assumption of responsibility, on goal setting and on students taking more control of 
their own learning.
4.6.3.8 There seem s to have been little disparity between A Level and 
GCSE students in what skills they thought they had developed although the small 
number of NVQ2 students was relatively more positive in its judgm ent. There were 
however som e marked disparities between male and female student responses 
with male students generally more positive overall and giving greater recognition to 
the benefits of the course concerning insight into the world of work, improvement 
of self-presentation skills and recognition of the role they had to play in their own 
assessm ent.
4.6.3.9 Another note of caution centres on the students’ scepticism at 
the time a s  to the value to prospective employers and Higher Education tutors of 
what they had learned on the Diploma. Donahue testified to the use of Diploma 
statem ents at employment and Higher Education interviews when the students 
were in their second year; and to a substantial number of students who had used 
their statem ents of attainment on the Diploma course to accom pany their UCAS 
applications.
4.6.3.10 Some particularly trenchant criticism cam e from one tutor who 
said that the Diploma had had the negative effect of constraining the entitlement 
curriculum into a  narrow careers-focused framework. He bem oaned the loss of 
opportunity to discuss wider issues relating to culture, politics, history and ethics 
and regarded the programme as having been brought in with too heavy a  ‘sell’ on 
the vocational m essage. He even queried why the course w as any more 
‘vocational’ than some of the A Level courses on offer.
4.6 .4 Equal Opportunities Awareness
4.6.4.1 No clear insights em erged from talking to students about the
programme but it is clear that when students opted for particular vocational 
categories, they tended to do so on traditional gender lines with female students 
opting much more for modules within the Health and Social Care area and male 
students. In areas such as Manufacturing and Engineering.
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4.6 .5 Male and female reactions
4.6.5.1 Overall, female reactions, most notably from A Level 
students, were less positive about the Diploma than male reactions, (see other 
sections.) Within the group interview session female students tended to dominate 
in expressions of dissatisfaction about the programme and the individual interviews 
with female students were less positive in som e respects than the two other 
sessions held with male students.
4.6.5.2 It is not readily apparent why this should have been the 
case. It may have been bound up with the amalgamation of the two schools in 
which W esthayes Girls’ felt it had been a  ‘junior partner’. It might have been 
connected with W esthayes’ having offered the 14-16 Foundation Programme 
curriculum and the Diploma appearing to be a repeat of what som e had done 
before.
4.6.6 Effects of approaches to teaching and learning
4.6.6.1 When asked to comment on how work on the Diploma differed
from their other courses, there was lack of overall consensus between students 
from various courses or of different gender. There was no majority female A Level 
student response to any of the categories although their male colleagues made 
strong reference to the difference in approaches to a sse ssm e n t. A Level students 
however saw  no marked difference in the way they worked on the Diploma 
programme from the remainder of their studies. The nearest that students came to 
consensus w as over the need to share assessm ent criteria; and even then this 
view was not shared by a  majority of students on the A Level and NVQ3 courses.
4.6.6.2 A heavy emphasis was placed on assignment based learning. 
Tutors had considerable flexibility as to how they might deliver those assignments. 
Teachers interviewed considered that they marshalled a  range of teaching and 
learning styles including didactic input. Different teachers placed emphasis on 
different approaches but group work and discussion featured highly. One of the 
tutors disliked what he perceived to be the narrow constraints imposed by the 
nature of the assignments and would have welcomed the Tutor Team exploring 
assignment writing as a piece of staff development.
4.6.6.3 Students generally did not express marked enthusiasm  for 
their learning experiences on the programme. However, work experience was 
very popular and there were some positive responses to Careers research, off site 
work, the development of new skills and breadth of content. With the exception of 
work experience and Careers research it is difficult to generalise about approaches 
of students on one year and two year courses, and between male and female.
4.6.6.4 Less popular categories included individual interviews with the 
tutor, development of personal and social qualities and recording these, personal 
project work and group work. Students appeared to favour the development of 
knowledge and understanding within the modules rather than the learning 
processes incorporated into the Diploma framework.
4.G.6.5 Thus where students were asked to comment on the ways that
the Diploma influenced their approaches to learning, they dem onstrated a  much 
less positive approach. Just about one quarter of all the students in the sample 
found the learning activities met their needs and few felt that it had helped them to 
study more effectively. Of those on college link programmes, about three in every 
ten felt that these provided a worthwhile learning experience.
4.6.6.6 Yet within the overall sample, there were significantly different 
attitudes to the programme depending on student gender or nature of course . 
Hence male students could register a  more positive response to the learning 
experiences and the opportunity to have different skills accredited; whilst females 
looked to value action planning more. Generalisation is made more difficult by 
different em phases of response to similar categories in different questions on the 
questionnaire. In terms of gender, however, it is clear that female A Level students 
were generally less enthusiastic than their male counterparts; and the male. GCSE 
students, generally less enthusiastic than their female counterparts. A Level 
students, too, appeared to value skill development and C areers education and 
guidance more than GCSE students. NVQ2 students appear to have shown 
relatively more enthusiasm than their counterparts on other courses.
4.6.G.7 It is interesting to analyse the choices m ade within the
Preparatory Modules by various categories of student in term s of the satisfaction 
they had derived from the Diploma.
4.6.7 Meeting individual student needs
4.6.7.1 Som e tutors spoke of teaching on ass ig n m en ts  in a
differentiated m anner to meet a  range of student needs. It does not seem , from 
some of the student questionnaire and interview responses, that such a  practice 
was universal. Assignments do not appear to have allowed students to pick up on 
prior learning from Year 11.
4.6.7.2 Individual students wondered about the value of the Thursday 
afternoon ‘Diploma time’ sessions because they were often left to their own devices 
and unclear a s  to how to access accreditation in Preparatory Modules. In part, they 
felt that this was due to their tutors being unclear as to purpose a s  well.
4.6 7.3 An important point inferred on some student questionnaires,
and borne out iri tutor comments, was that some students felt a  sense  of positive 
achievement in achieving full Dfploma accreditation and, in fact, did value it as a 
further qualification to their names.
4.6.8 Relationship between teacher and learner
4.6.8.1 There was an ambiguity in student responses to the value of
‘one to one’ sessions with tutors and it is clear that these varied both in quality and 
approach. This would appear to have been due to a  number of factors which 
included individual tutor confidence and skills in particular areas; frequency of
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meetings; format of meetings and commitment of the individual tutors. Much of it is 
also bound up with the degree of staff development available on tutoring. The 
variability in provision was referred to above.
4.6.8.2 Individual tutors interviewed and questioned varied their 
approaches to match their particular strengths. One varied his approach according 
to how he perceived student need. Some required very much of a  counselling 
approach; others, little more than information. Certainly a  number of tutors saw 
tutoring mixed ability groups a s  placing a  greater degree of stress upon them. 
Tutors who had previously been involved in GPVE or similar courses found it 
easier to move into the role.
4.6.8.3 All tutors valued the time allocated to ‘one to ones’ but felt that 
it was sometimes insufficient given the size of their tutor groups. To run such 
interviews on a  rota meant that students could only be seen twice per term at most 
and in some cases this was too infrequent. Further, there was no time within the 
interviews to negotiate student options or give full advice on what they might opt 
for.
4.6.8.4 Tutors took different approaches to particular aspects of the 
programme and these matters would have undoubtedly repaid som e discussion at 
a  Team Meeting. For instance, both the Coordinator and other tutors stressed the 
value of the students action planning and target setting; something that not all 
students were positive about. Another tutor shared their misgivings, regarding the 
action planning process as mechanistic and unrealistic.
4.6.8.5 Generally speaking, the tutor role was one that staff gave major 
prominence to as an INSET need. Yet it was not deem ed sufficiently important to 
involve them to any great degree in the County TVEI ‘Tutoring for Entitlement’ 
programme.
4.6.9 Assessment issues
4.6.9.1 Staff called up to accredit Preparatory Modules for students 
and who had not otherwise been involved in delivering the course found it 
particularly difficult to a ssess  on criteria that most were unused to.
4.6.9.2 Only a minority of students felt that they had any say in their 
own assessment*although a  majority of male students did. A smaller percentage of 
the students who felt that they had a  say considered it to be valuable. A majority of 
students felt that they had shared in the assessm ent criteria but even then, the 
greater number of female students on A Level and NVQ3 courses did not consider 
that to be the case . Male students overall valued the different approaches to 
assessm ent incorporated in the Diploma programme but “the female students were 
in a significant minority.
4.6.9.3 Staff generally felt that the assessm ent criteria lacked clarity 
and made the assessm en t process difficult. Some tutors were very angry that 
those criteria had not been clarified and contextualised and argued that students
were very likely to lose interest in a programme if they were not clear what they 
were being assessed  upon.
4.6.9.4 Only about one quarter of students felt that they had the
opportunity to record their personal skills and achievements and about one third 
welcomed or recognised the chance to have a  say in their assessm ent.
4.6.9.5 . ' There was general consensus amongst all staff and students
interviewed that the course was unnecessarily ‘paper heavy' on assessm en t and 
there w as som e strong criticism about this, em anating a s  much from the 
Coordinator as from the students.
4.6.10 Meeting teacher needs
4.6.10.1 Staff felt that there had been insufficient time to prepare for the
course and insufficient opportunities for staff development. As one tutor remarked, 
the programme had come as a  great shock to those previously not involved in 
CPVE and he drew a  contrast between the paucity of staff development time 
available for the Diploma by comparison with heavy L.E.A. investment in CPVE 
INSET.
4.6.10.2 One tutor described herself as ‘’’foundering” at the outset so 
that it w as no wonder that the students were experiencing difficulties with the 
programme. Whilst the initial awareness raising with Laing and the researcher had 
been welcomed, there was a  feeling that much more work should have been done 
on the development of tutoring skills, assignment writing and assessm ent criteria. 
The Coordinator had in fact called for three days induction training for the Tutor 
Team which had not been granted.
4.6.10.3 The staff development and aw areness raising for staff on the 
peripheries of the programme had been even less well resourced and this raised 
some serious issues when it came to assessm ent of Preparatory Modules.
4.6.10.4 Attitudes to the involvement of advisory teaching staff in 
programme support were more ambivalent. The Coordinator and som e members 
of the Team  would have welcomed more staff developm ent inputs by the 
researcher and Laing, even some work being done with the students. However, 
one tutor w as clear that further involvement of the advisory teachers would have 
been unhelpful in that it would appear to place even further pressure on the 
teachers.
4.6.10.5 In term s of the Tutor Team, staff were grateful to the 
Coordinator for all the support she had given and an observation of meetings gave 
at least a  superficial picture of collegiality. * However, there was concern about the 
concentration of a  great deal of responsibility into the Coordinator’s hands. Not 
only did she  find herself faced with an very difficult task , given her other 
responsibilities, but one tutor expressed frustration at there not being more 
individual ownership of the assignments given to students.
4.6.10.6 In terms of external support the Coordinator complained bitterly
about the role of City and Guilds. She was careful not to place all the burden of 
blame on the Board but she felt that the degree of bureaucratic administration it 
had insisted on, its regular modification of course specifications and its' general 
lack of clarity a s  to assessm ent criteria had been very unhelpful. Further, she felt it 
shameful that City and Guilds “pulled the plug” on the Diploma after so much 
investment in planning and staff time across the country.
4.6.10.7 Team meetings were generally focused on administrative rather than 
staff development issues yet it was clear from a  number of comments that it was 
important to achieve consensus on such issues as assignment writing, the role of 
the tutor, the place of action planning in the programme and so on. There was no 
overall Team ‘feel’. Some members were comfortable with the principles of the 
Diploma and reasonably confident with the teaching and learning approaches it 
implied. O thers lacked confidence but not willingness. O thers were there on 
sufferance. This caused  frustration to the committed members of the Team and 
especially the Coordinator. She admitted at interview that she would insist should 
the circum stances ever arise again that she  had only m em bers who were 
committed. She was not concerned about their relative level of expertise only a  
willingness to learn. She felt that she would have benefitted from some extensive 
training in m anagem ent of change issues to help her cope with recalcitrant team 
members.
4.6.10.8 Formal monitoring and evaluation of course provision did not take 
place and there appears to have been little structured approach to overview of 
development other than that furnished by the researcher in his report to the 
Diploma Management Group. Whilst there was discussion of how the course was 
progressing at each team  meeting, it was based on no more than the impressions 
of m em bers and com m ents by the students, not on a  structured search for 
evidence.
4.6.10.9 We do have to set the problems of the Team in the context of the 
trem endous upheaval taking place in the School at the time. As well a s  the 
physical difficulties of split-site operation and personal issues for many staff in 
coming to term s with new job roles, there w as still a  range of other curricular 
priorities, most notably within National Curriculum subject areas, that commanded 
staff attention. The Diploma was only one priority and on many staff agendas, 
clearly a  relatively low one.
4.6.10.10 It would also seem  to be the case  that a s  a  new school, St.Matthias 
did not feel it helpful to over analyse its problems in public, particular a s  it 
perceived itself to be in an increasingly predatory market for post-16 students with 
Tinwater College. This might partly account for the rather generalised evaluation 
reports produced by the School where the issues for attention were to some extent 
glossed over. However, it was still clear from talking to staff at the school that 
monitoring and evaluation was still largely regarded a s  a  ‘bolt on’ chore of 
accountability rather than an integral tool for analysis and formative development.
4.6.10.11 Certainly large questions surround the introduction of such a  far 
reaching schem e at a  time when two schools were coming together. On the one 
hand it might well be argued that early collaboration on an entitlement framework 
could galvanise representatives of the two formerly separate  staffs into fruitful 
cooperation a s  well as provide a  working vision of entitlement for the new school. 
On the other hand, given the issues connected with split site operation, the 
continuation of latent suspicion between the two staffs and the other innovations 
that staff had to be invoived in as part of Nationai Curricuium development, there 
might have been strong grounds for putting the Diploma in abeyance for a  further 
year so that staff had more time to internalise its implications and prepare for its 
introduction.
Chapter 5. Comparison of the schemes: some conclusions
5.1 introduction
5.1.1 It is ironic that two schem es for educational innovation introduced with the 
noblest of intentions should have received so much criticism from those they 
were intended to serve; namely the students. That is not to say that either 
schem e was a  total failure. Students could readily point to parts of courses 
where they felt they had gained important skills and insights; but those 
responsible for those schem es must have felt disappointed by some of the 
strong antagonism those programmes they had spent so long planning had 
provoked. Perhaps part of the problem lies in viewing the ‘schem es’ in this 
holistic fashion. The questionnaires and interviews revealed many 
heartening stories of personal achievement, particularly in Melchester. It is 
clear that many students were deriving something very positive from parts of 
their TVEI programme and it does not seem  coincidental that there were 
frequently the sam e kinds of learning experience with the sam e teachers.
5.1.2 The studies in this research leave us asking further questions. These
include:
* what do students think makes for ‘proper* learning and what helps them to 
learn?
* how do male and female students react to particular kinds of Innovation 
and why do they behave In this manner?
* what Influences do students perceive their parents have when they make 
their choice of school programme ?
* what qualities do students value In their teachers?
* what would be the outcomes of a control study Involving students’ 
reactions to a particular Innovation over time, the feedback to staff of those 
reactions and the outcomes from staff modifying their approach accordingly?
5.1.3 Both the 'Pre-voc’ational Studies modular scheme and the Diploma 
framework were set up with relatively indecent haste and had only been in 
operation a  short time before someone was there to evaluate them. To draw 
other than heavily qualified-conclusions after such a short period of 
operation is to forget that effective change is a  process that takes time and is 
a  learning experience for all concerned.
5.1.4 Of course there are differences between the schem es under review here. 
They took part in different Local Education Authorities in schools with 
different traditions and approaches. They applied to different age ranges. 
One was voluntary and another compulsory. The focus of one piece of 
research was three schools and the other, one larger school.
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5.1.5 There was a  time lapse of some four years between the two pieces of 
research, a  time when there had been opportunities for teachers to reflect on 
the lessons of the 1980’s in terms of the radical changes to teaching and 
learning that decade brought and prior to which innovation often stemmed 
from local initiative. To some extent central government now controlled the 
innovation agenda much more closely and teachers were preoccupied with 
detailed implementation of the National Curriculum and other important
. issues. There was a  detectably different atmosphere. It was marked less 
by the kind of enthusiasm for innovation that had characterised the early 
pioneering efforts of TVEI and more by teacher resentment at a  heavy 
burden of change and a  feeling of being undervalued as a  profession. 
Opportunities to experiment with new ideas were much more restricted both 
because of the need to respond to an imposed national agenda; and the 
effects of that overload on the would be innovators.
5.1.6 Yet there were also similarities between the two programmes. Both involved 
modular schem es. Both were introduced under the aegis of TVEI: one in 
the era of the ‘Pilot’ scheme and the other under Extension. Both involved 
some joint development and reflection on the part of a team of teachers and 
advisory staff to introduce a  scheme designed to give a  more broad based 
curriculum of educational entitlement for young people. Both were strongly 
focused on the development of personal and social skills as well as upon 
the development of knowledge and understanding. Both gave a  high profile 
to development of Careers awareness. Both looked to formative as well as 
summative assessm ent based on a  process of negotiation between teacher 
and learner. Both looked to engender partnership in that teacher-student 
relationship. Both schem es were ultimately doomed by national dictât.
5.1.7 There were also remarkable similarities in the operation of those 
programmes as  well as inevitable differences.
5.2 Induction issues
5.2.1 A common feature of both schemes was that many students were unclear at 
the outset a s  to what to expect from the programme. In Melchester, the TVEI 
students had sometimes attended ‘taster courses’ that had painted a 
misleading picture of the course or, more often, they had received a  paucity 
of pre-course information. Yet, in the case of the ’Pre-voc’ course, students 
had enroUed on a modular programme designed to bring greater overall 
coherence to the TVEI programme only to feel quite often that they were 
moving from module to module without any clear purpose; merely drifting 
through a  series of disparate experiences.
5.2.2 The St.Matthias High School post-16 students had a similar sense of moving 
along without a  clear purpose; and again this was partly due to the lack of 
an adequate induction process. As one of the researcher’s correspondents, 
the Deputy Head of a  Dorset school, remarked:
"/ suspect that much ‘education’ takes place in total darkness for many 
students who are given few clues about where they are going or why. While
induction, negotiation and collaboration are Important, so Is the basic 
courtesy of explaining to students what changes are taking place and why 
they are being Implemented. Such ‘courtesy’ may have a significant Impact 
on motivation, commitment and corporate ethos”. (Mark Hebditch to 
Tony Boyden, 27 February 1995).
5.2.3 Lacking a  focus meant that on both programmes, some students remained 
unclear as to the range of skills, understanding and knowledge they had 
developed as a result of opting for them. In both cases, not surprisingly*, 
some students felt that they had developed in more or different directions to 
other students.
5.3 Teaching and learning approaches
5.3.1 In terms of teaching and learning approaches, a  number of students 
castigated the Melchester TVEI approach as being one that was 
insufficiently ‘academic’ and this devalued it in their eyes as not constituting 
‘proper teaching and learning’. A similar response took a slightly different 
form at Priestmoor where the teaching and learning approaches that 
Melchester TVEI found to be ‘new’ had by now been embedded in
St..Matthias GCSE teaching. However, the notion of skills development in 
the Diploma programme still made some students view the course a s  more 
suited to the needs of those immediately seeking a job than those who had 
‘academic’ ambitions within Higher Education. This theme of what 
constitutes ‘proper learning’ is also referred to in such studies as those of 
Riseborough (1992), Dalton (1988) and Hodkinson (1994) as well 
as some of the early evaluations of TVEI Pilot schem es. It is also likely to be 
reinforced by parental attitudes if only as confusion to what change implies 
when schools fail to communicate the implications, (see Hopkins et al, 
1994; Pring and Christie, 1989).
5.3.2 Assignment based learning was a  feature of both schem es. In Melchester 
the quality of those assignments varied in students’ eyes. Some were 
intrinsically interesting and provided scope for student creativity. Some 
were not interesting. Unfortunately the repetitiveness of assignm ents in 
some lessons proved as uninteresting to many students as would have an 
unremitting diet of ‘chalk and talk’ . Student centred activity based learning 
requires a  portfolio of strategies not ‘death by a thousand assignm ents’, 
(see for .instance Grandes and Ginnis, 1986; Dalton, 1988; ; 
Hughes, 1993.) The ‘Cream Team’ students echoed closely those in 
Melchester TVEI who complained about the volume of assignments and the 
pressures to complete them. (Riseborough, 1992)
Something of a  similar response came from both St.Matthias students and 
staff. The students found some Preparatory Modules more interesting and 
valuable than others for much the sam e reasons as those suggested by the 
Melchester students. They did not value the process of dual accreditation as 
an interesting one.
5.3.3 Interest was sometimes closely identified with the staff who taught on the 
course. St.Matthias staff were allowed considerable latitude as to how they 
delivered the modules and some were undoubtedly better at catching the 
imagination of the students than others. If they had strictly adhered to the 
module outline, argued one tutor, the learning assignments would be very 
dull as they were a rather unimaginative embodiment of the course criteria.
It was abundantly clear from the questionnaire and interview responses that 
students benefitted in a  variety of ways from a variety of experiences. The 
value of those experiences often seem s to have stemmed as much from the 
attitude of the teacher to the student as from the context of the experience 
itself.
5.3.4 A range of teaching and learning approaches were noted both at Priestmoor 
and Melchester and these again varied when teachers adapted approaches 
to the needs of their particular students and played to what they conceived 
to be their particular strengths. There was a heavy emphasis in both 
schem es on self directed research work and group discussion, both of which 
were generally valued. Schemes like Mini Enterprise, for instance, also 
captured student interest. More detailed comments on the different 
approadhes to teaching and learning adopted were invited in the Melchester 
questionnaires and interviews. There it seem s clear that the students found 
approaches more or less difficult to come to terms with depending on the 
previous practice they had been used to within their particular schools.
The value of the experience also changed depending on which teacher 
facilitated it. Mini Enterprise was a  popular activity across all Melchester 
schools but students enjoyed it to a  greater or lesser degree depending on 
the amount of autonomy they were allowed or the degree of teacher 
‘control’. This again echoes some of the interesting observations of the 
GYSL project made by Dalton. (D alton, 1988)
5.3.5 A particular perception with Melchester students was the changed role of the 
teacher. Many had previously been used to the teacher as the fount of 
information, commanding a position at the front of the classroom. Now he 
or she had assum ed the role of facilitator. It was clear that some teachers 
were able to carry out that role with greater ease  than others. For some this 
did not so much reveal a teacher reluctance to cede power as an uncertainty 
about the consequences of ‘letting go’ in the learning situation. Fullan and 
Hargreaves give an excellent insight into the personal concerns that 
teachers express partly as a result of their own lack of self-esteem. (Fullan 
and  H arg reaves, 1992>-
Students undoubtedly wanted greater autonomy in the learning process but 
only when they could be sure of some framework of support around them. A 
good facilitator proved reassurance of that support.
To some extent there was a similar situation at Priestmoor. There a group 
of students had been encouraged to take on greater autonomy. They did 
not generally feel overawed by that responsibility but they still valued the 
opportunity to discuss issues and progress with a tutor. Again that approach
to tutoring varied and it has to be said that St .Matthias had som e of the 
sam e kinds of teachers whom Melchester students had labelled ‘uncaring’.
5.4 Programme design
5.4.1 There seem s to have been some assumption on both programmes that 
when programme design incorporated Careers focused material, it would 
immediately capture the student’s in terest. When this did not happen, 
teachers were sometimes quick to castigate their students for not 
appreciating all that was being done on their behalf.
This does not appear to have been a  prevalent attitude at St.Matthias for 
there, teachers had little personal say in programme design. Moreover they 
had some sympathy with students faced with crowded timetables who were 
trying to make sense of complex assessm ent demands of the programme. 
The optional element had been removed from the Diploma schem e, too.
Melchester students, at least in theory, had been given the opportunity to 
opt for TVEI. When that had not been the case, as with the Westpoint SPE 
programme or where the modular GCSE course had been a  condition of 
opting for other TVEI courses, student opposition was as vociferous and 
informed by the sam e very strong sense of injustice as was witnessed at 
Priestmoor.
5.4.2 Students on the Melchester TVEI programmes felt that they had learned a 
great deal about the world of work through their work experience placement. 
Work experience was equally highly prized by St.Matthias students. The 
latter also placed a relatively high premium on Careers investigation and the 
experience of ‘one to one’ tutorials.
Few Melchester students, overall, felt they had gained much insight into 
Careers though their TVEI programme although many more had enrolled in 
anticipation of a structured Careers component. Melchester students did 
however place a  little more emphasis on the development of personal and 
social skills through their courses.
5.4.3 The ‘Pre-voc’ programme had served to highlight the priority that needed to 
be placed on tutoring skills INSET.
A similar attitude to tutoring did not prevail at St.Matthias. Certainly some 
tutors showed little interest in the Diploma and it was clear students 
recognised different approaches and levels of commitment from them; but 
there seem s to have been a prevailing atmosphere of sympathy for many 
tutors who were struggling to make sense of the programme on the students’ 
behalf. In essence there was a stronger ethos of partnership.
This underlines an important empathetic dimension to learning; the quality 
of partnership between facilitator and learner and how it enhances the 
quality of learning.
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5.5 Assessment issues
5.5.1 Assessm ent approaches provide some interesting points of comparison 
between Melchester and Priestmoor.
5.5.2 The assessm ent criteria in the Melchester Mode 3 scheme were made 
unduly complex in an effort to meet SEAC’s demands for rigour. They were 
barely understood by many of the teacherç involved and appeared to 
discriminate unfairly against certain students. They effectively obstructed a 
dialogue of negotiation between student and teacher.
Much the sam e might be said of Diploma criteria, which both students and 
teachers alike found unduly complex. Again there was deference to the 
demands of rigour. To accompany this system was a heavy reliance on 
written evidence to justify what students had learned and both students and 
teachers complained of the volume of justificatory paperwork.
5.5.3 There are uncannily similar pictures of very conscientious students in both 
Melchester and Priestmoor struggling to complete assignments against 
deadlines; and of the sad student figures who had given up on a  course 
because they had failed to keep up with or been alienated for one reason 
or another from the assessm ent system. If assessm ent is meant to be the 
communication between student and teacher about learning, then these 
schem es had a strange concept of communication. Assessm ent certainly 
was not at the heart of the learning process as it should have been. It could 
not be if the learners failed to understand the criteria.
5.5.4 There is little evidence of differentiation to meet individual students’ learning 
needs in the operation of either scheme and it is clear that students of 
particularly low formal academic ability found it difficult to keep up with the 
demands of the ’Pre-voc’ programme in Melchester. Unhappily, too, as a 
result of student discontent in the Melchester schools , there is evidence that 
some teachers expressed strong personal criticism of the students in their 
charge for their unwillingness to seize the opportunities before them. Low 
expectations and low performance appear to have fed upon one another 
and the student response to disparaging comments is very clear on the 
questionnaire responses. Many had given up any interest in the course. 
Invariably it seem ed that strong personal condemnation of some students 
was a manifestation of the teachers’ own disappointment at not having 
achieved what they set out to do ; a sign of their own low self esteem.
5.6 Equal Opportunities issues
5.6.1 Neither schem e seem ed to achieve anything of substance in terms of Equal 
Opportunities awareness. Available evidence, from both schem es, suggests 
that students were pursuing Careers interests very much along gender 
stereotypical lines.
5.6.2 An interesting facet of student reactions to the new programmes was that
broadly speaking that girls were more positive about the changes brought by 
TVEI in Melchester; and boys, about the Diploma programme. It is by no 
m eans clear why that should have been the case and it would be interesting 
to carry out a further study to try to ascertain if such patterns were more 
widespread and why.
One can only forward some possible causes. In Melchester, the most 
‘progressive’ of the three schools in terms of teaching and learning 
approaches was Torville Academy, an all girls’ school. It is sometimes 
suggested that girls’ flourish better in single sex education, particularly if the 
ethos is one that values them as individuals. Further, we know that girls 
mature earlier than boys and the attitudes assum ed by some voluble fifteen 
and sixteen year old boys in the sample may be redolent of their relative 
immaturity. Girls on the whole tend to be more positive in their attitudes to 
school and their attainment is significantly higher, (see  B arber,1995, 
pp.6-7; OFSTED, 1993).
From the St.Matthias side, the possible evidence is even more anecdotal.
As a resident of the town, the researcher was very much aware, through 
local educational circles, the media and families of friends of the resentment 
felt by many teachers and parents at W esthayes at the manner in which the 
merger of the two schools had been handled. This resentment stemmed 
from a  perception that it had been a  ‘take over’ by the boys’ school, 
symbolised by the appointment of the Headteacher of Priestmoor Boys’, 
and there had been a strongly fought rearguard action by the Head of the 
girls’ school and some opposition by girls who previously had spent three 
years in a  single sex school. Perhaps the unpopular decision to make the 
Diploma mandatory helped also to make it a  magnet for that resentment.
Some North American research by Canada and Pringle also suggests that 
girls entering mixed classes for the first time after a  single sex girls’ college 
becam e a mixed sex institution, resented the manner in which those classes 
now seem ed to be dominated by male-initiated classroom interactions. 
(C anada and Pringle, 1995) Perhaps something similar was 
happening in the St.Matthias Thomas Hardye Sixth Form. It was more likely 
to happen at that stage than for young women who had more recently been 
members of the mixed middle schools in the area.
Finally, girls may have disliked the Diploma more than boys because of the 
nature of the curricular materials (see Weiner’s reference to this, 1994).used 
but there is no direct evidence of that being brought out at interview or in the 
questionnaire comments. The researcher can only guess.
5 .7  T each e r reac tio n s  to p rog ram m es
5.7.1 Many teachers valued their involvement in TVEI and some paid testimony to 
the personal value of being involved in the Diploma. Some Melchester 
teachers talked of TVEI as if it had been their own professional road to
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Damascus.
5.7.2 Both in Melchester and at Priestmoor there were teachers who found it 
difficult to m aster the learning approaches demanded of the new 
programmes. In Melchester there appeared to be a particular problem with 
some teachers of ‘letting go' and some crisis of teachers’ self -esteem as 
they tried to come to terms with the ‘new’ approaches. Fullan and 
H arg reaves sumnriarise these issues well in discussing the need to value 
teachers a s  people. (1992, pp 36 et seq .) Assessm ent, too, proved to be 
a headache.
5.7.3 At St.Matthias teachers found it more difficult to come to grips with the 
various Diploma criteria. Those who had not been involved in CPVE or a 
similar programme found it difficult to work with prevocational outcomes and 
vocational terminology and nearly all had some problems with the role 
expected of the tutor and assessm ent. Some teachers came to have crises 
of confidence as to whether their teaching was giving students a ‘fair deal’.
5.7.4 Much was made at the time when the modular Pre-vocational GCSE 
curriculum was set up of giving staff ‘ownership’ of the programme through 
them having a  role in its design. Fullan warns against using this argument 
too freely. He stresses that because some staff from a school have been 
involved in developing a curriculum programme or som e other form of 
innovation, it does not automatically confer ‘ownership’ of that innovation on 
all staff involved. To some extent they will still be operating ‘someone else’s 
system ’. (Fullan, 1991 pp. 126-37).
5 .8  S taff deve lopm en t and tea ch e r su p p o rt
5.8.1 Part of the problem was the inadequate time given to staff development and 
preparation for a new course. At St.Matthias the problems were acute and 
staff had to introduce the Diploma programme whilst still very unclear as to 
its implications. In Melchester, the original TVEI schem e had been 
introduced rapidly and it was always intended that teachers should have 
greater understanding and ownership of the modular schem e through 
involvement in course design and through Coordinators becoming change 
agents within the delivery teams. Yet even in Melchester it was felt that 
insufficient time had been allocated to whole staff aw areness raising and it 
became clear in both schemes that the acquiescence of staff not directly 
involved in teaching on the-programme was to prove an important feature in 
its success.
5.8.2 The effectiveness of a change agent or team model depends on the attitude 
of senior management in a school, the time allocated to team meetings, the 
staff development focus of team meeting agendas of those and the 
personality and workload of the Coordinator. If a team adopted a coherent 
approach and explored common issues of concern, then this was likely to 
engender higher quality provision than where those conditions did not 
prevail.
5.8.3 Where too much responsibility was devolved to the individual Coordinator 
in Melchester, or for that matter at St.Matthias, there was a dual outcome: 
overwork for the Coordinator and thus an impaired effectiveness combined 
with absence of personal ownership and poor commitment from the Team.
5.8.4 There were several cases of ‘initiative overload' both in Melchester and at 
St.Matthias. An important factor in Melchester was that many teachers 
involved in the development of the 'Pre-voc' course were also involved in 
CPVE, other new GCSE schem es, profiling and a range of other initiatives.
In St.Matthias, teachers were coping with the demands of National 
Curriculum as well as the development of other schem es under TVEI 
Extension; but they also had to contend with the important matters attached 
to the foundation of a new school.
5.8.5 Some teachers had been initially indifferent to TVEI in Melchester because 
of misgivings as to its vocational emphasis or the implications of the student 
centred approach. Others felt that it threatened the development of specific 
skills in areas like Technology. Others were merely drafted into the teaching 
team with no desire to become involved but with gaps on their timetable.
To some extent there was a similar picture at St.Matthias. A particular 
Diploma tutor was concerned about the vocational emphasis of the Diploma 
which he felt unnecessarily constricted the notion of entitlement and 
removed some important other facets from what ought to be in a  broad 
based Sixth form programme. Other tutors, and many associated subject 
teachers, never came to terms with the demands of the course and promptly 
undermined it, according to the Coordinator.
5.8.6 In terms of support, teachers at both Melchester and St.Matthias felt that 
they had had access to some well planned and resourced external staff 
development through the advisory service. However, there were undertones 
of resentment at advisory teachers who appeared to be arrogant and 
insensitive in realising some of the difficulties that teachers found 
themselves in or went for the ‘over-sell’ of their own pet theories.
As an advisory teacher the researcher can identify times when he or his 
colleagues might justifiably have been accused of arrogance and 
insensitivity when classroom teachers have failed to grasp the ‘obvious 
benefits’ of the models they have been proposing; it has to be said often at 
some distance in time away from when they were regular practitioners.
5.8.7 On the other hand the lessons of recent innovations in Westshire, such as 
GNVO, have demonstrated the dangers of schools ‘going it alone’ by 
relying exclusively on internal expertise. Advisory teachers, for instance, 
tend to have a broader overview from which to provide support, drawing on 
a  wider range of resources not readily available in an individual school. 
‘Ownership’ involves making personal sense of change but effective 
learning often requires interaction with someone with a slightly different 
perspective . (Letter: Jim  Tirrell to  Tony B oyden, 2 M arch,1995)
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5.8.8 An important and legitimate ground for complaint in both schem es was 
ineffectual external support at national level. In the case of the Melchester 
‘Pre-voc’ schem e, this was an outcome of the examining body’s failure to 
give clear guidelines and generally poor support from the external 
moderator. At St.Matthias, there were again complaints about imprecise 
assessm ent criteria and continual shifting of detail in course guidelines.
5.8.9 The need was realised in both schem es for a judicious balance between 
externally provided INSET and ‘in house’ discussion and networking bn 
matters of common interest. We have seen the Melchester notion of a Team 
Coordinator employed as a catalyst of change and observed the varying 
effectiveness of those appointed depending on the support within the 
school and the personality of the individual concerned.
We could apply the Melchester criteria to the role of the St.Matthias 
Coordinator. (She was seen less as a  provider of staff development and 
probably Tutor Team meetings suffered accordingly.) It was clear that 
Coordinator posts required support on management of change issues and 
that support appears to have been singularly lacking, the Coordinator being 
assum ed to ‘grow’ into the role. As Fullan (1991) and Hopkins and his 
associates (1994) stress, it would be valuable if staff responsible for such 
‘in house’ development were fully aware of the generic management of 
change issues and some practical coping strategies for the contingencies 
that regularly arise.
5.9 Monitoring and evaluation
5.9.1 A structured approach to monitoring and evaluation of provision was absent 
from both schem es. Teams might talk informally about progress or produce 
occasional reports for public consumption but the notion of monitoring and 
evaluation as an integrated and on-going means of informing practice was 
not in place. Rather it was still seen as a  tool of accountability. It was never 
felt important to seek student feedback until the researcher suggested it at 
St.Matthias.
5.10 The importance of vision
5.10.1 Schools will access change when they can see some clear ‘pay offs’ for the 
intended student participants.. It will form a part of the picture that the 
Headteacher or a more broadly based staff group had for the development 
of the students in the school. It will be student centred.
5.10.2 To work effectively it is important that the overall vision of student and 
teacher entitlement is set in the context of development planning and a 
culture and ethos that will nurture the benefits it wants for its students; 
possibly what might be called their entitlement. This notion lies at the very 
heart of ‘School Improvement’ thinking.
5.10.3 At Melchester,TVEI was initially seen as a threat to schools with a traditional
sense of autonomy and when overtime its’ ideas became more popular with 
those schools, as with the modular programme, it was generally tolerated by 
senior m anagem ent rather than enfolded in a wholehearted embrace.
There was some parallels here to the situation at St.Matthias. There the 
Headteacher probably possessed a  more strongly developed vision of Sixth 
form provision than most Melchester Heads; but could still worry about the 
degree of staff development they should have.
5.10.4 If those schools had begun with a  vision of student entitlement based on the 
learning needs of individual students, they would have been much clearer 
a s  to how a  proposed change might enhance the quality of their students’ 
learning. The lessons from Melchester and St.Matthias point strongly to 
involving a  range of partners to ensure the vision becomes an effective 
reality. One of those partners, the parents, should be actively consulted 
when changes are envisaged. Detailed student feedback on the quality and 
benefits of provision should not only be noted but considered as a  focus for 
potential action . The outcomes of a  recent Dorset student survey of
how well they were prepared for transition at 16+ are strongly activating the 
thoughts of the County schools and colleges. (Dorset EBP, 1995)
5.10.5 The lessons point to students being informed as to the rationale for 
introducing a  new learning programme and helped to build up a  picture of 
their progression through it and the means of support they can expect to 
access on it. Moreover, attention to student feedback on the quality of that 
provision will be vital to its long term survival.
5.10.6 Teachers involved will also have both to understand the rationale of the 
programme and the assessm ent process and to develop a  sense of 
personal identity with it. It will be important for each teacher to develop his 
or her own sense  of personal ‘ownership’ of the programme and to benefit 
from genuine collegial support when taking forward the changes required.
5.10.7 Senior management will need to signal in terms of resource allocation and 
publicity given to the programme that it is an important part of the school’s 
development priorities; and further, to defer to the functional expertise of the 
teachers involved and the consultants employed to support the change.
5.10.8 Parents, employers and rnembers of the wider community will need to be 
fully informed about and consulted on the programme and where 
appropriate, involved in its design and execution so that it has for all 
concerned some external validity: some currency, credibility and coherence.
5.10.9 Any staff development programme will need to be rooted in the needs of the 
programme, organised so that staff are able to plan it well in advance and 
seek  to negotiate with any external providers a judicious mixture of 
provision of information and opportunities for reflection and discussion 
within the team.
5.11 Some pointers from the research studies to professional practice
* the need to have a clear curricular vision for a school and to
relate any change adopted to that vision so that it is readiiy 
accommodated into the culture of the school and located in its 
development planning
* the need for ail members of staff in that estabiishment to anchor
that vision securely and centrally in the knowledge, skills, 
understanding and personal qualities they conceive to be the 
minimum personal entitlement of each student as they progress 
through the school; and to relate that vision to the most 
appropriate approaches and contexts for learning to enable its 
realisation
* the importance of fully involving all potential partners in the
vision: students; teachers; senior management; parents; 
employers; members of the community; INSET providers. This 
should try to foster genuine ‘ownership' not superficial 
consultation. Dialogue with potential partners will help all 
parties clarify the meaning of the innovation and its implications 
for them
* the importance of developing a programme that is differentiated 
to meet the needs of all students who access it
* the importance of realising that the consequences of conceding 
full autonomy to students on a learning programme will be 
individuals who challenge and expect a role in shaping their 
own learning
* the full recognition of the affective side of learning -  i.e that it is 
an emotional response (see later)
* the value of winning over staff that are not directly involved in 
teaching on the programme for teachers that are invoived may 
be reliant upon their goodwill In a variety of ways and staff not 
involved feel ‘excluded'.
* that those involved in drawing up assessment criteria should 
ensure that they are readily understood by both partners in the 
assessment process so that student and tutor can genuinely 
communicate about the student’s learning. Further, that rigour 
of assessment should not be equated with production of 
voiumes of written material to justify each criterion but should 
look to promote and encourage alternative forms of assessment 
evidence.
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the need to give a fuii programme of induction to students so 
that they are able to appreciate the impiications of a programme 
in terms of guideiines and assessment criteria and anticipate 
some route through the programme
the need to anticipate that both staff and students on a new 
programme wiii be invoived in a learning process and that to 
negiect to support either partner wiii be to risk their loss of self 
esteem and the potential lowering of their commitment to the 
programme.
the vaiue of a personai tutor system as means of support for 
students on the programme and a person with whom to refiect 
on gains in iearning, set future targets and plan strategies to 
achieve those targets
the crucial role of monitoring and evaluation as a formative 
process integrated into the structure of a programme and linked 
to prior agreement of concrete outcomes -  with students feeding 
back
staff development that builds upon the strengths of those 
involved and is focused in the practical demands of the 
programme. It will require a carefully balanced and assessed 
mixture of relevant external input and time to reflect upon and 
share thoughts and approaches. It needs to be negotiated 
between members of the team and any other parties invoived 
and will benefit from some form of piloting and evaluating 
classroom practice. It will need adequate time allocated to it.
the value of clarifying that iearning should not be graded 
according to the type of knowledge being imparted; that 
genuine parity of esteem can never exist while there are those 
who refer to ‘gold standard' courses, and that while such 
terminology persists there will remain many students who 
have a strong and narrowly focused picture of what constitutes 
‘proper learning'.
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It is profoundly ironic that students involved in the curriculum programmes 
reviewed were, in theory at least, expected to develop personal autonomy in the 
teaming process; but they had little or no opportunity to demonstrate that 
autonomy beyond the framework of the taught curriculum.
If teachers and other adults are asked to identify the teachers who most influenced 
them at school it is likely that they will refer to those who played an important role in 
helping them develop a  sense of self worth. Yet they could be talking about the 
educational system that operated thirty or forty years ago; that is to say with a  much 
less diverse curriculum framework than at present and probably employing a  much 
more teacher directed approach in the classroom.
The point here is not to urge a retum to more traditional times but to ask why 
teachers operating such a  system could inspire such warmth and affection so many 
years on. One reason is likely to have been that they had not forgotten the 
humanistic dimension to the teaming relationship. They had found a  way of 
stimulating and challenging the individual student’s imagination and fostering their 
self worth.
The wealth of anecdote in the student questionnaires and interviews here leads the 
researcher to believe that little has changed in that respect. Students still enjoy 
learning opportunities that challenge them. They value stimulating learning 
experiences and teachers who can facilitate them i.e. are ‘in charge of their 
material’; and they also admire openness and honesty in teachers (’real-ness’ in 
the terms of Carl Rogers). Such teachers might not pretend to know all the 
answers to questions but they signal their value in the commitment they make to 
working in partnership with students to find them. This theme recurred, again, in 
both Melchester and St. Matthias.
A further irony stems from the fact that in both schemes the students were often 
partners with their teachers in a  struggle to make sense of the curriculum 
framework set up to help their teaming. It is bizarre that assessment, the process 
of conveying messages about the learner’s development, was incomprehensible 
to those whose needs it was meant to serve. Several students said that they had 
become so confused about what the assessment criteria meant as to stop 
bothering their teachers about their marks! Assessment had become the tool for 
instilling some ‘rigouri into the system and had rendered the curriculum framework 
not so much a vehicle for fostering student development as a constraint upon their 
teaming.
This highlights the problem of plumping for a  curriculum framework without first 
asking the essential question; ‘how will it  enhance the quality o f my 
studen ts ' learn ing? '
Certain curricular frameworks can offer challenging and exciting teaming 
opportunities and contexts for young people. Much, of course, will depend upon 
the flexibility within that curriculum to cater for the range of student needs, interests 
and abilities. In that sense, the TVEI curriculum in Melchester appears to have met 
that criterion more closely than the Diploma. Students will possibly see a  ‘pay off
in terms of enhancing their career or further academic ambitions but many will also 
find value in its intrinsic interest and the way they are able to demonstrate positive 
achievement.
It is sometimes fondly imagined that carefully designed curriculum frameworks per 
se. bring life, relevance and quality to student learning. Lawler (1989, p.67) 
writes:
‘Without a body of knowledge pupils will flounder. They cannot master a discrete 
subject; and they will not- without sure, detailed knowledge and a framework - have 
the substance on which to reflect or a basis on which to develop analytical 
powers...There Is no reason to Imagine that pupils learn from talking. Indeed they 
may not want to talk. They may have nothing to say. If It Is a matter of building 
confidence then the best way to do so Is through building their knowledge.”
However there is the world of difference between the intended (’rhetorical’) 
curriculum, how it is transmitted through teaching practice and the interpersonal 
behaviours of teachers (’delivered’, taught) and how it is acted upon by students 
(the ‘curriculum in action’). The third is the critical factor, (see  Lofthouse et al. 
pp.10-11) It is that which explains differences in student reactions in Melchester 
and at St.Matthias; for instance, the variations in interest in the content of the 'Pre- 
voc' modules or the Preparatory Modules.
It is worth considering whether some of the heavy investment that has gone into 
development of curriculum structure and content might have better been used to 
fuel a  national debate on effective learning. Some degree of national consensus 
focusing on what makes for effective learning might have helped many teachers to 
look afresh at curriculum delivery and beyond the criteria in the policy statements. 
Certainly a  debate about student learning and its desired outcomes might have 
saved some of the time and energy expended on validation of core skills or 
entitlement frameworks. It might have pointed to the possibilities of core skill 
delivery and a  broad based entitlement across a  range of curriculum frameworks 
depending on the manner in which they were facilitated. It would have pointed 
clearly that it has a  broader focus than the mechanics of teaching styles.
The debate about learning must lie at the heart of an improving school. Its vision 
for student entitlement and its notion of culture will be based on the quality of the 
learning relationship it desires. That learning relationship should ideally involve 
student participation in a range of school activities beyond the formal curriculum.
Here we come to the final irony. The researcher who spent considerable time 
peddling potential curriculum frameworks to a school for its Sixth form now 
appears to be counselling against putting one’s faith in such structures. We talk 
about the ‘Ah-ha" factor in student learning. It also affects ‘life long learners’ tool It 
now seem s to him that a  vision of entitlement has more to do with the vibrancy of 
the student-teacher relationship than to ingenious frameworks for meeting the 
‘essentials’ of knowledge, skill and understanding. The student’s first entitlement 
is high quality facilitation of learning.
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APPENDICES
A P P E N D I X  1
QUESTIONNAIRE ISSUED TO M ELCŒ STER TVEI STUDENTS
(please note th a t the a ctu a l questionnaire spanned three fu ll A4 sheets; 
the lis t o f questions here gives no in dication  o f the spaces a lloca ted  for
answering questions.)
NAME:       SEX (Male/ Female):
SCHOOL:
Please will you try  to answer all the questions putting in as much detail as you 
can. Your answers will be very helpfhl in telling us how you find the course and 
what ways it can be improved. If you do not have sufficient space, please use the 
back of the page and put the number of the question you are answering.
Please feel free to  he honest. Your answ ers to these questions wUl he taken  
w ith  those o f  the rest o f  the group. Your nam e and school w ill not he 
known to any one except me who w ill te ll no one. I f  you w ould s till  like  
your name k ep t secret, p lease could you g ive yourself a  d ifferen t nam e or 
a  Nickname?. This w ill help me to so rt the questionnaires a fterw ards.
Tony Boyden 
TVEI Researcher.
1. How have your lessons on TVEI courses been different fi'om the other ones 
you have?
2. W hat differences have you noticed in the way that TVEI courses are 
taught to the way your other courses are taught?
3. In what ways are TVEI classes different from other classes in the way 
students work in class?
4. Have your TVEI courses turned out to be like what you thought they would 
be ? (couldyou please explainyour answer),
5. W hat led you to choose your particular TVEI courses?
313
Please put a tick in one of the columns, ‘A lot’, *Not much’, 'None at all’, for 
the following questions:
In your TVEI work, how much 
o f your tim e has been spent...
doing surveys on your own?
doing surveys with others?
solving special problems set you?
pretending you were someone with 
a special job or need?
doing your own personal projects?
taking part in learning games’ ?
visiting places outside school?
discussing your work and progress 
with your teacher?
a lo t not much none a t a ll
7. How much interest and enjoyment have you got from your TVEI work? 
(please try to explain your answer)
8. Have you enjoyed your TVEI work more or less than the rest of your school 
work? (please say why you have given this answer)
9. W hat are the main things that you think you have learned from your work?
10. How has the TVEI course helped you to make up your mind what you want 
to do at the end of the 5th Year?
11. How have you found the new ways of learning in TVEI
Has this made the work in TVEI more or less difficult than in any other 
subjects?
Has this made the work in TVEI more or less interesting than in your other 
subjects?
(please try to explain your answer)
12. If you had a say in what went into your TVEI courses, how would you 
change them?
(please give reasons for your answer)
13. W hat kind of advice would you give to a friend who was thinking about 
choosing to do a TVEI course?
Thank you very much for answering these questions. Your help is very 
much appreciated. W ould you m ind checkùig back through your cvnswers 
to see whether you have thought o f  som ething you can a d d  to them .
Good luck w ith  you r course!
A P P E N D I X 2
SCHEDULE OF STAFF INTERVIEW QUESTIONS: MELCHESTER
{M  in d ica tes a  q u estio n  for sta ff tea ch in g  on  th e  m odular P re-v oca tion a l 
S tu d ies program m e; T  for som eone n o t in vo lved  w ith  th e  m odu lar
curricu lum )
1. W hat is your main subject?
2. Do you teach other subjects?
3a. W hat aspects of the TVEI programme do you teach? (T)
3b W hat particular aspects of the modular course do you teach? (M)
4a, How did you become involved in TVEI? Were you prepared for this? (T )
4b. How did you become involved in teaching on the modular curriculum? Were
you prepared for this? (M)
4c. Had you been involved in  TVEI prior to teaching on the modular course?
(M)
5. How well were you prepared for the course?
6a. W hat were your initial thoughts about TVEI? What is your opinion now?
6b. W hat were your initial though ts  about the modular approach? What is
your opinion now? (M)
7 a. Did you have any say in how the TVEI curriculum you are teaching was set 
up? (T)
7b.. Did you have any say in the construction of the Tull’ modular curriculum? 
(M)
8a. W hat teaching styles do you use with TVEI students? (T)
8b. What teaching styles do you use on the modular course? (M)
9. How do these differ from those you previously used?
10. Do you th in k  the approaches you have adopted have helped improve the  
quadity of your teaching?
11. How confident are you in using the approaches adopted?
12a. How do you assess student achievement in TVEI? Do you discuss 
assessm ent with the student? (T)
12b. How do you assess student achievement in the modular curriculum? Do
3(7
you discuss assessment with the student? (M)
13a. Has your involvem ent in TVEI caused you to reflect upon your role as a 
teacher? (T )
13b. Has your involvem ent in the modular course caused you to reflect upon 
your role as a teacher? (M)
14. How are students involved in shaping their own learning process?
15. How do you see your role in counselling and guidance of students?
16. Do you teach mixed ability groups? If so, what special demands do such 
groups make on the teacher?
17. Have you found the way the course has been timetabled and resourced
satisfactory?
18a. Have you been involved in INSET courses for TVEI? (T)
18b. Have you been involved in INSET courses for teaching or setting up the 
modular curriculum? (M)
19. Would you please comment on their usefulness to you?
20. Would you comment on the nature of support work from advisory staff?
21. Would you please comment on the frequency of INSET courses in Kingston 
upon Thames?
22. In what areas would you particularly want further staff development?
23a. How useful has been the team approach to teaching TVEI? (T)
23b. How useful has been the team approach to teaching the modular 
curriculum? (M)
24. Is there any further information you would like to add?
A P P E N D I X  3
SCHEDULE OF STUDENT INTERVIEW QUESnONS: MELCHESTER
1. Why did you opt for TVEI?
2. Did the course come up to your expectations?
(What parts of the course <hd you hkp and what parts did you dislike? 
when students did not know what to expect)
3. Have you noticed any differences in  the way you have been taught on your 
TVEI Pre-vocational course? How were you treated as a person?
4. How did you find the assessm ent process? What kind of say did you have in 
the marks you got?
5. How do you think the course has helped you as a person? H as it  helped you 
to make up your mind what you want to do as a career?
6. If someone came to you and asked whether they should do the Pre- 
vocational course next year, what advice would you give them?
7. Is there anything else you would want to add?
A P P E N D I X  4
INSTRUCTIONS TO STAFF FOR ADMESISTERING STUDENT 
QUESTIONNAIRE: WESTPOINT SCHOOL, DECEMBER 1989
I have asked students to be as honest as they can and if  they have 
negative criticism s, to make them. I am much more concerned that they 
give good full answers explaining their viewpoints.
the broad aim  is to distinguish what students have found different about the 
Pre-voc course from their normal courses - teaching and learning methods; 
assessm ent etc.
a note on odd questions you migh t  have queries from the students about
Q2. really asks about different teaching methods
.e.g. is there more role play, group work, discussion etc.?
Q6. looks at things like surveys, case studies, role play, ‘games’, visits 
etc. but obviously not in jargon terms!
Q7. m ight be amplified to ask what kind of enjoyment
Q9. m ight be amplified to ask about personal qualities they may have 
developed
if  you have to give advice on the m eaning of questions, please keep this to a 
minimum, otherwise it can lead students to give the answer they think  
that you w an t
please could you ask students to check over what they have written at the 
end.
it  would be very helpful to me if  there was no collusion betw een  
students w hile they completed the questionnaire
very many thanks for all your help. It is much appreciated.
Tony Boyden
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A P P E N D I X  5
POST CODING OF STUDENT QUESTIONNAIRES: MELCHESTER
1-3 Candidate number (001 etc.)
4 School ( Southborough, 1; Tolworth, 2; HoUyfield, 3.)
5. Gender (Male, 1; Female, 2.)
6. Batches/ groups (1,2,3)
Question 1: How have your lessons on TVEI courses been differen t from  
the other ones you have?
7. Factual content.
8. Approaches to learning.
9. Hard work (personal stress)
10. No difference.
11. Don’t  know.
12. No answer/ frivolous answer
Question 2: W hat differences have you noticed in  the w ay th a t TVEI
courses are taught to the w ay your other courses are taught?
13. Emphasis on self-directed work.
14. Difference in teacher/ student relationship.
15. Different teaching approach.
16. More flexible/relaxed approach to learning, (inc. variety of approach)
17. Emphasis on group worl£
18. More practical, especially combined with reference to computers/ 
sometimes referred to as b etter equipment to work on’ (also 
incorporates phrases th a t imply ‘less academic’ work)
19. Emphasis on completion of projects/ course work
20. More pressure of work.
21. Covers everyday (’real life’) topics inc. Careers awareness
22. Generally ‘more interesting’.
23. Teachers unclear as to criteria.
24. No differences perceived.
25. Don’t  know.
26. No answer/ frivolous answer.
Question 3: In w h at ways are TVEI classes different from  other classes in  
the way students work in  class?
27. More flexible/ relaxed approach to learning (not always a 
compliment!) / more discussion.
28. Heavy reliance on personal initiative and motivation.
29. Emphasis on group work-
30. Project rather than ‘dass work’.
31. No differences perceived.
32. Don’t  know.
33. No answer/ frivolous answer.
51^
Question 4: H ave your TVEI courses turned out to he like w h at you 
thought they would he ?
34.
35.
36.
37.
38.
39.
Yes. Pleased th a t up to expectations.
Yes. Confirmed fears.
No. Better than anticipated.
No. Disappointing, (including le t down’ by T aster’ programme). 
Don’t  know.
No answer/fiivolous answer.
Question 5: W hat led you to choose your p a rticu la r TVEI courses?
40.
41.
42.
43.
44.
45.
46.
New and different/ expected them to be interesting.
Subject content.
Part of a ‘course’ package e.g. Pre-voc Studies accompanied Business 
and Information Studies at Tolworth.
Teacher advice/Taster’programme.
Compulsory e.g. Social and Personal Education a t Southborough was 
in a Pre-vocational Studies fi*amework.
Don’t  know.
No answer/ frivolous answer.
Question 6:
doing surveys on your own?
doing surveys with others?
solving special problems set you?
pretending you were someone with 
a special job or need?
doing your own personal projects?
taking part in ‘learning games’ ?
visiting places outside school?
discussing your work and progress 
with your teacher?
a lot not much none a t a ll
47 48 49
50 51 52
53 54 55
56 57 58
59 60 61
62 63 64
65 66 67
68 69 70
Question 7: How much in terest and enjoyment have you g o t from  your 
TVEI work?
71.
72.
73.
74.
75.
76.
A great deal.
Sometimes depending on the topic. 
Occasionally but infrequently.
Not a t all/ very little 
Don’t  know
No answer/frivolous answer.
Question 8: H ave you enjoyed your TVEI work more or less than  the rest o f  
your school work?
77. More: different content
78. More: different approaches to learning.
7 9. More: different structure, (pro) ects rather than end of course exam).
80. More: relevance.
81. Sometimes: depending on content/ whether it is ‘hard work’.
82. The same.
83. • Less: subject content.
84. Less: learning approaches.
85. Less: irrelevant.
86. Less: teachers not clear what they are doing.
87. Don’t know.
88. No answer/frivolous answer.
Question 9: W hat are the m ain things th a t you th ink you have learned  
from  your work?
89. Group work skills.
90. Communication skills.
91. Problem solving.
92. Enterprise skills.
93. Information processing
94. Project writing skills.
95. Planning skills.
96. Survey skills.
97. Evaluation.
98. Self discipline and initiative.
99. Meeting deadlines.
100. Word processing^ typing skills.
101. Electronics skills, Imowledge and understanding.
102. Audio-visual skills.
103. Media skills, knowledge and understanding.
104. Environmental knowledge and understanding
105. Knowledge and understanding of the Community responsibility inc. 
Childcare and Hospitality.
106. Business skills, knowledge and understanding.
107. Technology skills, knowledge and understanding.
108. Careers inc. work related e:qperience.
109. Unspecified.
110. Nothing.
111. Don’t  know.
112. No answer/ frivolous answer.
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Question 10: How has the TVEI course helped you to m ake up your
m ind w hat you w ant to do a t the end o f the 5th Year?
113 Given specific career ideas/ strengthened existing career ideas.
114. Given general career ideas.
115. Developed useful general skills.
116. Did not give ideas.
117. Knew akeady.
118. Not at all helpful/ confusing.
119. Don’t know.
Question 11: How have you found the new ways o f learning in  TVEI
H as th is m ade the work in  TVEI more or less d ifficu lt than in 
any other subjects?
H as th is m ade the work in TVEI more or less in teresting than  
in  your other subjects?
120. Different.
121. The same.
122. More interesting: teaching and learning approaches.
123. More interesting: subject content.
124. More interesting: readily understandable.
125. About the same.
126. Less interesting: teaching and learning approaches.
127. Less interesting: subject content.
128. Less interesting: confusing.
129. Less difficult: teaching and learning approaches.
130. Less difficult: subject content.
131. About the same.
132. More difficult: teaching and learning approaches.
133. More difficult: subject content.
134. Don’t  know.
135. No answer/ frivolous answer.
Question 12: I f  you had a  say in w hat w ent into your TVEI courses, how 
would you change them?
136. Be given a choice of modules.
137. Change the projects within modules.
138. Change the module content.
139. More time for modules/ less modules.
140. Less time spent on modules.
141. More factual content.
142. More relevant everyday material.
143. More computer work.
144. More enterprise work.
145. More practical technology work.
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146. More group work.
147. More outside visits inc. work experience.
148. Less written work.
149. More practical work.
150. More teacher help.
151. More interesting.’
152. Do not make compulsory e.g. Social and Personal Education at 
Southborough; Pre-vocational Studies as part of a ‘package’ with 
B.I.S. at Tolworth.
153. Consult the students.
154. Do not change.
155. Don’t  know.
156. Get rid of i t
157. No answer/ frivolous answer.
Question 13. W hat kind o f advice would you give to a  frien d who was 
th inking about choosing to do a  TVEI course?
158. Pull endorsement
159. Conditional endorsement: if likes practical work rather than 
‘traditional’ work.
160. Conditional endorsement: look a t the courses available.
161. Conditional endorsement if likes bard  work’.
162. Conditional endorsement research it first.
163. Advise against ‘uninteresting’.
164.* Advise against: ‘irrelevant’.
165. Do not advise/ don’t  know.
166. No answer/ frivolous answer.
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A P P E N D I X  6
STUDENT RESPONSES TO TVEI QUESTIONNAIRE AT MELCHESTER
1 . How have  your le sso n s  on TVEI c o u rses  b een  d ifferen t 
from  th e  o ther ones you have?
In the ‘non-modular’ groups at W estpoint, 2 students in each group 
perceived a  significant difference in content from their mainstream subjects 
and 12 in each, significant differences of style.
Student comments in the 5TEC sample homed in on the degree of practical 
work {""something to relate to so that I can remember and understand the 
work” in the words of one). 3 students found TVEI subjects more enjoyable.
Student comments in the 5BUS sample focused more on the degree of 
assignm ent work or projects which some considered stressful, summarised 
by one as
“lots of sheets of paper, not even proper textbooks, “
Several referred to the benefits from using computers and a  noticeably more 
relaxed atm osphere with greater discussion and ‘hands on’ experience.
One strongly criticised the degree of assessed  work which made the course 
harder. Several students criticised the time allocation to Business Studies; 
four double periods which caused it, in the words of one, to “drag on“.
In the 5PV1 sample, that is the first of the W estpoint ‘Pre-voc’ groups, 7 
students considered there to be a  significant change in content and 15, 
approaches to teaching and learning, from a sam ple of 22. 5 em phasised  
the degree of hard work involved. Only 3 perceived little difference.
A very wide varied of differences were noted in teaching approaches with 
reference to practical work, use of Information Technology, project work, field 
trips. Investigation through interview and questionnaire and a  broader 
spectrum of topics. Equipment seem ed to be better with c lasses smaller and 
teaching giving more time to individual students.
Typical comments were:
“In theseJessons we actually get to try out the things we’re taught about” 
and
“I'm working in a different environment (i.e. computers, electrical, software). 
The work itself is different, making me work harder.... ” .
In the second W estpoint ‘Pre-voc’ sample, 5PV2, 7 students perceived a  
difference in factual content and twenty one, a difference in teaching and 
learning approaches. 2 felt that the work was harder. 7 saw  there to be no 
essential difference from their other courses.
in Q
A small minority of students, mainly those taking Technology as another 
TVEI option, saw some value to the TVEI programme. But a vast majority 
were discontented with TVEI as they had experienced it. There was a tone of 
a  missed opportunity to many responses, even were the tail of half-hearted, 
‘boring’ and abusive responses to be be discounted.
There were positive comments about the interest generated by TVEI topics 
which sometimes varied considerably from the traditional curriculum’ 
although this was often not seen a s  real work. Hence one student wrote that 
‘Pre-voc’ work was
“ much easier, no real mteliigence needed, just common sense.”
Others valued oral work, which they saw as a  pleasant change from 
copying from a textbook. Survey work was also valued as a  new approach 
even if such new approaches were sometimes difficult to adapt to. Several 
students felt they had remembered much of value from their TVEI lessons 
even where these lessons were disrupted by other students, a s  they so 
often were.
Teaching approaches came in for the severest criticism. It seem ed clear to a 
number of students that teachers were not in control of their material, often 
working uncertainly from a  handout. Too often the facilitator approach 
adopted w as interpreted as sitting back and leaving the students to sink or 
swim on their own. The following comment was not untypical:
“In the lesson we do a lot of discussion at the beginning of the course(sic) 
and by the end of the given time for the course (sic) we have not a stitch of 
real work and the teachers are incompitant (sic) or Just uncareing (sic), the 
way they let people play around and mess up the lesson for everyone else.”
At Torville as  at Westpoint more students perceived a  significant difference 
in teaching and learning approach than in content across the three samples. 
In the first sample, from 23 students, 9 perceived a  change in factual content 
and 16 a  change in style of approach. In the second and third, ‘Pre-voc’, 
sam ples the difference was even more marked with those responses 
perceiving a  difference in content being 8 and 11 respectively and those 
perceiving a  difference of style , 15 and 30, from sam ples of 22 and 32 
students respectively.
In common with their parallel sample at W estpoint, the students in 5NM 
focused on the assignm ent/ project approach, several commenting on the 
benefits of having no end of course examination, and similarly there was 
reference to a  more relaxed teacher-student atmosphere. Practical skills in 
Information Technology and Technology were also favourably referred to but. 
so too were survey work and out of school research.
Like the first ‘Pre-voc’ sample at W estpoint, the Torville 4PV1 student 
sample stressed the hard work involved. In like fashion, emphasis 
was placed on practical work, different sorts of topics within the modules
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and also the different approaches to teaching. The ‘new’ teaching 
approaches were generally well received. Students were not being called 
upon to copy dictated notes; and they appeared clear as to the teacher’s 
facultative role. As one expressed it, she was allowed to:
“...get on and do it without a teacher over your shoulder unless wanted.”
The second Torville ‘Pre-voc’ sample, 4PV2, gave a much more positive 
response to the course than its W estpoint counterpart. Virtually every 
student noted significant differences in their TVEI work although while ‘Pre- 
voc’ module content might vary, the methodology seem ed repetitive to some 
students. Others, however, valued the opportunity to work in groups and 
take greater personal responsibility for what they were doing. One or two 
admitted that it allowed them to abuse that trust to visit McDonald’s! As with 
the first Torville sample there were positive comments about continuous as 
opposed to terminal assessm ent while noting the pressure involved in 
completing projects. While some responses felt the programme gave 
teachers the opportunity to opt out of ‘proper teaching’, the majority shared 
the sam e appreciation of the teacher’s facilitative role expressed by 4PVI. 
Even so som e comments might lead us to question whether the students 
had been given much guidance with study skills.
Perceptions at W estpoin t and Torville concerning differences in TVEI 
teaching and learning approaches were mirrored in the first C lapton 
S tree t sample with 17 of the 21 students making som e comment to that 
e ffec t. 7  students made observations about differences in factual content. 
One student characterised the approach to learning as showing Tespecf for 
the students” and several students commented positively on the facilitative 
role adopted by teachers. Several students were also excited by the 
problem-solving approach to learning.
In the C lapton  S tree t 5BIS ‘Pre-voc’ sample 21 students remarked on the 
changes in teaching and learning approaches and eleven students, on 
differences of content. Unlike the Westpoint and Torville student samples, 
there was no reference to stress or hard work. There were similarities in the 
responses made by Groups X and Y with students valuing problem-solving 
and investigational work, the opportunity to work in groups and what was 
summarised by one student as a  “more casual” teaching approach.
Many students in the 5BIS sample considered the work to be relevant; in the 
words of one s tu d e n t, the investigation of “real life problems” . However, 
som e considered it irrelevant, possibly because it differed so much from their 
traditional curriculum fare. One student expressed this view thus:
“In normal lessons we stick to a sulibeuss (sic) but in TVEI we cover a 
range of useless thing (sic) ”
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2. W hat d ifference have you noticed  In th e  w ay th a t TVEI 
c o u rs e s  are  tau g h t to  th e  w ay your c o u rs e s  a re  tau g h t?
The responses from the W estpoint samples:
5TEC/5BUS 5PV1 5PV2
Emphasis on self directed work 5(0) 5 6
Difference in teacher/ student
relationship 5(1) 1 7
Different teaching approach 12(2) 8 8
More flexible and relaxed
approach to learning 4(0) 2 6
Emphasis on group work 0 1 3
More practical (sometimes
called ‘less academic) work 9(0) 2 4
Emphasis on meeting deadlines
for projects/ coursework 12(0) 7 4
More pressure of work 2(0) 3 0
Covers ‘everyday’/ ‘real life’
topics including Careers 0 2 2
Generally more interesting 0 0 1
Teachers unclear as to criteria 4(0) 1 3
No change 2(0) 6 6
Torville A cadem y sample responses:
5NM 4PV1 4PV2
Emphasis on self directed work 8 6 19
Difference in teacher/ student
relationship 3 4 10
Different teaching approach 8 7 14
More flexible and relaxed
approach to learning 8 7 8
Emphasis on group work 3 3 2
More practical (sometimes-
called ‘less academic) work 3 8 1
Emphasis on meeting deadlines
for projects/ coursework 3 6 1
More pressure of work 1 1 2
Covers ‘everyday’/ ‘real life'
topics including Careers 0 1 0
Generally more interesting 0 3 0
Teachers unclear as to criteria 0 0 0
No change 5 1 O'
The Clapton Street responses:
5M0D 5BIS
Emphasis on self directed work 10(8) 6(4)
Difference in teacher/ student relationship 3(3) 0
Different teaching approach 14(8) 5(2)
More flexible and relaxed approach to learning 9(5) 8(3)
Emphasis on group work 4(3) 5(1)
More practical (sometimes ‘less academic’) wk 2(1) 11(6)
Emphasis on meeting deadlines (projects etc.) 0 5(3)
More pressure of work 1(1) 0
Covers ‘everyday’/ ‘real life’ topics inc. Careers 0 6(4)
Generally more interesting 1(0) 1(0)
Teachers unclear as to criteria 3(2) 0
No change 1(0) 1(1)
3 . In w hat w ays are  TVEI c la s s e s  different from  o th e r  c la s s e s  
in th e  way s tu d e n ts  w ork in c la s s ?
The responses from the W estpoint student samples:
5TEC/5BUS 5PV1 5PV2
More flexible and/ or relaxed approach
to learning; more discussion 16(2) 9 14
Heavy reliance on personal Initiative/
motivation 1(0) 3 7
Emphasis on group work 6(0) 8 7
Project rather than formal classwork 7(0) 0 1
No difference 3(0) 4 4
The Torville Academ y student returns:
5NM 4PV1 4PV2
More flexible and/ or relaxed approach
to learning; more discussion 13 5 21
Heavy reliance on personal initiative/
motivation 7 6 16
Emphasis on group work 11 22 13
Project rather than formal classwork 3 5 1
No difference 0 0 0
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The responses from the Clapton Street student samples:
5M0D 5BIS
More flexible and/ or relaxed approach
to learning; more discussion 12(5) 8(4)
Heavy reliance on personal initiative/
motivation 9(7) 5(2)
Emphasis on group work 7(3) 24(12)
Project rather than formal classwork 3(2) 0
No difference 1(0) 0
Have your TVEI c o u rse s  tu rn ed  out to be like you th o u g h t 
th ey  w ould b e?  (P lease  cou ld  you explain your answ er).
The W estpo in t responses were a s  follows:
5TEC/5BUS 5PV1 5PV2
Yes. Pleased that up to my expectations 6(1) 6 2
Yes. Confirmed my misgivings. 0 0 2
No. They were better than 1 anticipated 2(0) 4 6
No. 1 found then disappointing 22(1) 11 13
1 didn’t know what to expect. 1(1) 0 6
The responses of the three Torvllle student samples:
5NM 4PV1 4PV2
Yes. Pleased that up to my expectations 10 9 4
Yes. Confirmed my misgivings. 0 0 0
No. They were better than 1 anticipated 2 9 13
No. 1 found then disappointing 9 1 11
1 didn’t know what to expect. 1 3 3
The C lapton S tree t student responses:
5M0D 5B1S
Yes. Pleased that up to my expectations 6(2) 7(3)
No. They.were better than 1 anticipated 9(7) 8(2)
No. 1 found then disappointing 6(2) 5(2)
1 didn’t know what to expect. 0 4(2)
5 . W hat led you to  ch o o se  your particu lar TVEI c o u rs e s ?  
The W estpo in t student response:
5TEC/5BUS 5PV1 5PV2
They were new and different {‘interesting’) 9(0) 5 3
The subject content 10(2) 12 0
Part of a  package (e.g. BIS; Food Studies) 3(0) 4 0
Teacher advice/ information from ta s te r’
courses 3(0) 3 0
Compulsory (part of Social and Personal
Education. 0 0 26
The Torvllle A cadem y student response:
5NM 4PV1 4PV2
They were new and different (‘interesting’) 3 3 5
The subject content 19 16 9
Part of a  package (e.g. BIS; Food Studies) 3 4 15
Teacher advice/ Information from ta s te r’
courses 0 1 4
The C lapton S tre e t response:
5MOD 5BIS
They were new and different (‘interesting’) 6(4) 5(3)
The subject content 10(5) 14(7)
Part of a  package (e.g. BIS; Food Studies) 0 2(1)
Teacher advice/ information from ‘taster’ courses 4(2) 3(0)
Compulsory (part of Social and Personal Education.) 0 3
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6 . Please put a tick In one of the columns ‘A lot’, 'Not much’, 
'None at all’ for the following questions:
In your TVEI work how much of your time has been spen t 
(!) doing surveys on your own?
(II) doing surveys with others?
(III) solving special problems se t you?
(iv) pretending you were som eone with a special Job or need?
(v) doing your own personal projects?
(Vi) taking part In 'learning gam es'?
(vil) visiting places outside school?
(vill) discussing your work and progress with your teacher?
C, “None at all"
The code used below is as follows:
A, “A lot"; B, “Not much"
The Westpoint responses:
5TEC/ BUS 
A B C A
5PV1
B C A
5PV2
B C
Own surveys 2(0) 15(0) 14(2) 9 13 0 5 18 11
Group surveys 1(0) 18(1) 12(1) 7 12 2 3 19 12
Problem solving 10(1) 16(1) 5(0) 17 5 1 10 13 4
Simulation/ role play 5(0) 11(1) 14(1) 2 17 3 2 14 18
Personal project 14(2) 11(0) 6(0) 14 8 0 22 10 2
‘Games’ 1(0) 17(1) 13(1) 3 12 7 3 10 21
Visits 0 12(0) 19(2) 4 14 4 2 23 9
Review/ action 
planning 2(1) 18(1) 11(0) 11 10 1 8 19 7
The Torvllle responses:
5NM 4PV1 4PV2
A B 0 A B 0 A B C
Own surveys 5 13 5 7 13 2 9 12 10
Group surveys 11 12 0 15 6 1 10 20 1
Problem solving 16 6 1 15 7 0 22 8 1
Simulation/ role play 5 8 10 6 6 10 10 14 7
Personal project 21 0 ' 2 15 7 0 31 1 0
‘Games’ 0 9 14 2 12 8 4 22 5
Visits 6 9 8 7 11 4 10 20 2
Review/ action
planninq 12 11 0 14 7 1 9 15 7
The Clapton Street responses:
5M0D 5BUS
A B 0 A B 0
Own surveys 5(5) 13(5) 3(1) 9(7) 17(5) 1(0)
Group surveys 16(8) 5(3) 0 13(5) 12(6) 2(1)
Problem solving 13(9) 7(2) 1(0) 12(4) 15(8) 0
Simulation/ role play 1(0) 11(8) 9(3) 13(7) 8(3) 6(2)
Personal project 10(5) 7(4) 4(2) 17(10) 10(2) 0
‘Games’ 1(0) 17(10) 3(1) 4(3) 12(5) 11(4)
Visits 13(9) 7(1) 1(1) 11(6) 13(5) 3(1)
Review/ action planning 6(5) 14(5) 1(1) 13(5) 12(7) 2(0)
7 . How m uch In te rest and  enjoym ent have you g o t from  your 
TVEI w ork?
The W estpo in t student returns :
5TEC/5BUS 5PV1 5PV2
A great deal 8(1) 9 0
Sometimes depending on the topic 9(1) 3 8
Occasionally but infrequently 2(0) 3 10
Not at all/ very little 3(0) 7 16
The Torvllle response:
5NM 4PV1 4PV2
A great deal 7 13 16
Sometimes depending on the topic 12 8 13
Occasionally but infrequently 3 1 1
Not at all/ very little 1 0 2
The C lapton  S tree t response:
5M0D 5BIS
A great deal 12(9) 14(4)
Sometimes depending on the topic 5(2) 6(5)
Occasionally but infrequently 1(0) 3(2)
Not at all/ very little 3(0) 1(0)
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8 . Have you enjoyed your TVEI w ork more or le s s  th a n  th e  
re s t of your schoo l w ork? (P lease  say  why you have given 
th is  answ er)
The W estpo in t responses:
5TEC/5BUS 5PV1 5PV2
More because of different content 6(0) 1 1
More because of different learning approaches 7(2) 7 5
More because course work rather than exam 0 5 0
More because it seem s more relevant 0 1 0
Sometimes depending on content and amount 
of work to do 2(0) 1 2
The same 3(0) 5 3
Less because of subject content 7(0) 3 8
Less because of learning approaches 7(0) 2 7
Less because can see  no relevance 0 1 7
Less because teachers not clear what doing 0 0 1
Don’t know 0 0 0
The Torvllle responses:
5NM 4PV1 4PV2
More because of different content 4 9 é
More because of different learning approaches 13 7 13
More because coursework rather than exam 1 1 2
More because it seem s more relevant 0 0 0
Sometimes depending on content and amount
of work to do 3 1 3
The sam e 3 4 6
Less because of subject content 2 2 3
Less because of learning approaches 1 2 1
Less because can see  no relevance 0 0 1
Less because teachers not clear what doing 0 0 1
Don’t know 0 0 0
The C lapton S tree t responses:
5M0D 5BIS
More because of different content 2(1) 4(2)
More because of different learning approaches 12(9) 7(3)
More because coursework rather than exam , 0 0
More because it seem s more relevant 0 2(1)
Sometimes depending on content and amount
of work to do 1(1) 2(1)
The sam e 3(1) 7(2)
Clapton Street (con t’d)
5M0D 5BIS
Less because of subject content 4(0) 6(2)
Less because of learning approaches 0 0
Less because can see  no relevance 0 1(1)
Less because teachers not clear what doing 0 1(1)
Don’t know 0 • 0.
9 . W hat w ere the  m ain th ings you th ink  you have  lea rn t from 
your w ork?
The W estpoint responses:
5TEC/5BUS 5PV1 5PV2
How to work better in groups 2(1) 5 2
How to communicate more effectively 1(0) 5 3
How to write projects more effectively 0 0 2
How to solve problems more effectively 3(1) 2 0
How to organise surveys more effectively 0 0 1
How to plan activities more effectively 1(0) 3 0
Better self discipline and use of initiative 3(0) 6 2
How to meet deadlines more effectively 2(0) 2 0
Improved enterprise skills 1(0) 4 0
Improved information handling skills 5(0) 4 0
Improved word processing and typing 2(0) 2 1
Improved audio-visual techniques 1(0) 1 0
Improved skills in Electronics 2(1) 0 0
Improved skills of evaluation 1(0) 1 1
Improved Business awareness 8(0) 5 1
Improved aw areness of Careers and 
the world of Work 0 0 1
Improved awareness of Community 
and Health issues 1(0) 1 0
Improved understanding of Design 
and Media activities 0 4 0
Improved understanding of Environ- 
-mental issues 0 0 1
Improved Technological aw areness 9(2) 4 2
Unspecified 0 0 3
Nothing learned 2(0) 1 10
Don’t know 0 0 4
The Torvllle responses:
5NM 4PV1 4PV2
How to work better in groups 8 6 11
How to communicate more effectively 3 1 3
How to write projects more effectively 2 1 0
How to solve problems more effectively . 2 0 4
How to organise surveys more effectively 1 1 2
How to plan activities more effectively 0 4 1
Better self discipline and use of initiative 5 5 7
How to meet deadlines more effectively 3 5 7
Improved enterprise skills 4 4 5
Improved information handling skills 9 9 1
Improved word processing and typing 11 6 0
Improved skills of evaluation 0 0 1
Improved Business awareness 11 5 10
Improved aw areness of Careers and
the world of Work 0 0 1
Improved aw areness of Community
and Health issues 3 2 8
Improved understanding of Design
and Media activities 0 1 10
Improved Technological awareness 4 1 1
Unspecified 0 0 1
Nothing learned 0 1 1
The C lapton S tree t responses::
5M0D 5BIS
How to work better in groups 7(6) 5(2)
How to communicate more effectively 1(1) 6(1)
How to write projects more effectively 2(0) 0
How to solve problems more effectively 12(10) 3(1)
How to organise surveys more effectively 1(0) 3(1)
How to plan activities more effectively 3(2) 0
Better self discipline and use of initiative 12(10) 2(1)
How to meet deadlines more effectively 3(2) 1(1)
Improved enterprise skills 3(2) 2(0)
Improved information handling skills 6(4) 5(2)
Improved word processing and typing 2(0) 0
Improved skills of evaluation 1(0) 0
Clapton Street (cont’d)
5M0D 5BIS
Improved Business awareness 0 6(1)
Improved awareness of Careers and
the world of Work 5(3) 2(1)
Improved awareness of Community
and Health issues 2(2) 4(3)
Improved understanding of Environ-
-mental issues 0 1(0)
Improved Technological aw areness 1(0) 1(1)
Nothing learned 1(0) 0
10. How has the TVEI course helped you to make up your mind 
what you want to do at the end of the Fifth year?
The Westpoint responses:
5TEC/5BUS 5PV1 5PV2
Given specific career ideas or
strengthened existing ones 6(1) 3 0
Given som e general career ideas 5(0) 5 1
It has not given me any ideas 6(0) 7 5
1 knew already what 1 wanted to do 3(1) 3 3
It has not been at all helpful/ even
confusing 6(0) 1 13
Don’t know 2(0) 0 3
The Torvllle responses:
5NM 4PV1 4PV2
Given specific career ideas or
strengthened existing ones 6 6 4
Given som e general career ideas 4 7 2
It has helped me to develop useful skills 1 0 3
It has not given me any ideas 9 5 16
1 knew already what 1 wanted to do 2 0 5
It has not been at all helpful/ even
confusing 1 2 4
Don’t know 0 1 1
Zbf I
The Clapton Street responses:
5M0D 5BIS
Given specific career ideas or
strengthened existing ones 2(1) ' 3(2)
Given some general career ideas 4(3) 4(2)
Helped to develop useful skills 1(1) 0
It has not given me any ideas 12(6) 8(3)
1 knew already what 1 wanted to do 0 5(2)
It has not been at all helpful/ even
confusing 1(0) 0
Don’t know 1(0) 4(3)
11. (a) How have you found the new ways of learning In TVEI?
(b) Has this made the work in TVEI more or less difficult than 
in your other subjects?
(c) Has this made the work in TVEI more or less interesting 
than in your other subjects?
The responses across the Westpoint samples were a s  follows:
5TEC/5BUS 5PV1 5PV2
(a) Ways of working different 12(1) 15 6
Ways of working the same 6(0) 1 7
(b) Approaches to learning less difficult 10(1) 5 7
Content less difficult 4(0) 0 1
Work about sam e as for other subjects 4(1) 2 2
Approaches to learning more difficult 3(0) 11 3
Content more difficult 2(0) 0 1
(c) Approaches to learning more interesting 11(2) 10 8
Content more interesting 3(0) 2 1
Course more interesting because
readily understood 2(0) 0 1
About a s  interesting as other subjects 2(0) 4 0
Approaches to learning less interesting 6(0) 2 9
Content’less interesting 1 1 5
Content less interesting because it is
confusing 1(0) 1 2
The Torville student returns were as follows:
5NM 4PV1 4PV2
(a) Ways of working different 20 21 5
Ways of working the same 2 0 2
(b> Approaches to learning less difficult . 2 11 6
Content less difficult 1 1 1
Work about sam e as for other subjects 5 3 2
Approaches to learning more difficult 5 4 3
Content more difficult 7 0 2
(c) Approaches to learning more interesting 10 18 8
Content more interesting 4 0 1
Course more interesting because
readily understood 0 0 1
About a s  interesting as other subjects 5 3 3
Approaches to learning less interesting 0 0 1
Content less interesting 0 0 1
Content less interesting because it is
confusing 0 0 0
Don’t Know 1 0 0
The C lapton S tree t student responses were as follows: (note: responses in (a)
5BIS are distorted because the majority of students did not respond; and 8
students no response to the question at all.)
5M0D 5BIS
(a) Ways of working different 18(11) 0
Ways of working the same 0 2(1)
(b) Approaches to learning less difficult 10(6) 12(4)
Content less difficult 5(4) 0
Work about sam e as for other subjects 2(1) 3(2)
Approaches to learning more difficult 0 3(1)
Content more difficult 0 0
(c) Approaches to learning more interesting 11(7) 9(4)
Content more interesting 2(2) 1(0)
Course more interesting because
readily understood . 0 0
About as interesting as other subjects 2(1) 3(1)
Approaches to learning less interesting 1(1) 3(1)
Content less interesting 2(0) 3(1)
Content less interesting because it is confusing 0 0
'<0 .2
1 2 . If you had  a say  in w hat w ent Into your TVEI c o u rse s , how 
w ould you ch an g e  them ? (P lease  give re a so n s )
The W estpo in t responses:
;
)
5TEC/5BUS 5PV1 5PV2
Change the content/ more factual content . 4(0) 1 1
Give a  choice of projects/ modules 3(0) 3 2
Allow more time for projects / modules 0 8 1
More group work 1(0) 0 1
More outside visits (inc. work experience) 6(0) 1 4
More relevant everyday material 0 0 4
Less written work 7(0) 3 3
More practical work 4(1) 1 4
More computer work 2(0) 0 0
More teacher help 3(0) 1 0
‘More interesting' 1 0 3
Consult the students more 3(0) 0 1
Abolish the programme 2 0 4
Don't make any changes 0 3 3
Don’t know 2(1) 6 1
The Torville responses:
5NM 4PV1 4PV2
Change the content/ more factual content 1 1 1
Give a choice of projects/ modules 6 1 1
Allow more time for projects / modules 7 5 2
More group work 1 0 1
More outside visits (inc. work experience) 9 3 0
More relevant everyday material 5 1 0
Less written work 0 0 4
More practical work 2 4 2
More computer work 0 0 3
More teacher help 3 0 1
‘More interesting’ 2 1 1
Consult the students more 0 0 1
Don’t make ‘Pre-voc’ compulsory part of 
‘package’ (e.g. with BIS) 0 0 1
Abolish the programme 1 0 . 0
Don’t make any changes 1 6 3
( 8 students in the third sample did not respond to the question.)
The Clapton Street students responded as follows:
5M0D 5BIS
Change the content/ more factual content 1(1) 6(2)
Give a choice of projects/ modules 1(1) 1(1)
Allow more time for projects / modules 3(3) 2(0)
More group work 0 1(1)
More outside visits (inc. work experience) 0 1(0)
More relevant everyday material 1(1) 3(3)
Less written work 0 0
More practical work 3(3) 2(2)
More computer work 0 0
More enterprise work 1(0) 0
More teacher help 5(3) 3(2)
‘More interesting’ 2(0) 5(1)
Consult the students more 2(2) 0
Abolish the programme 0 0
Dont’ make any changes 4(3) 2(1)
Don’t know 0 2(0)
13. What kind of advice would you give to a friend who was thinking 
about choosing to do a TVEI course?
The table below represents the responses of the three Westpoint 
student sam ples (In the first sample, 2 students volunteered more than 
one condition for endorsement In the third sample, as many as 8 
students made no response or their responses have been discounted as 
‘frivolous’.)
5TEC/ 5BUS 5PV1 5PV2
Full endorsem ent 0 6 0
Conditional endorsement - if like ‘practical’ 
work rather than Iraditional’ 2(0) 1 1
Conditional endorsement - but research 
carefully what it involves 7(1) 2 4
Conditional endorsement but investigate 
all the alternatives 7(0) 2 0
Conditional endorsement - if people like 
‘hard work’ 2(1) ■ 3 4
Don’t opt for it - ‘uninteresting 2(0) 1 6
Don’t opt for it - ‘irrelevant’ 11(0) 1 6
Not prepared to give advice/ ‘Don’t know’ 2(0) 4 5
2u<
The Torville responses:
5NM 4PV1 4PV2
Full endorsem ent 2 5 5
Conditional endorsement - if like ‘practical’
work rather than ‘traditional’ 2 3 5
Conditional endorsement - but research V
carefully what it involves 5 ‘ 4 4
Conditional endorsement but investigate
all the alternatives 4 0 0
Conditional endorsement - if people like
‘hard work' 9 2 2
Don’t opt for it - ‘uninteresting 0 0 1
Don’t opt for it - ‘irrelevant’ 0 0 . 1
Not prepared to give advice/ ‘Don’t know* 0 0 2
Ç7 students in the second and third samples did not respond to this 
question. ')
The following responses cam e from the Clapton Street students:
5M0D 5BIS
Full endorsement 6(4) 11(3)
Conditional endorsement - if like ‘practical’
work rather than ‘traditional’ 0 3(1)
Conditional endorsement - but research
carefully what it involves 7(3) 6(4)
Conditional endorsement but investigate
all the alternatives 2(1) 2(1)
Conditional endorsement - if people like
‘hard work’ 1(1) 0
Don’t opt for it - ‘uninteresting 2(0) 4(2)
Don’t opt for it - ‘irrelevant’ 2(1) 0
Not prepared to give advice/ ‘Don’t know’ 0 0
APPENDIX 7
STUDENT INTERVIEW QUESTIONS AND RESPONSES AT WESTPOINT 
BOYS’ SCHOOL, TORVILLE ACADEMY AND CLAPTON STREET
SECONDARY SCHOOL
1 W hy did you opt for TVEI?
At W estpoin t five of the students found themselves on the ‘Pre-voc’ course 
as a  result of opting for Business and Information Studies. One took it as  ^
part of a  package with Technology. Those who opted specifically for ‘Pre- 
voc' did so because the modules seem ed to offer the opportunity to cover 
new and different topics. Ryan and Andrew, in particular, referred to 
teachers who had advised that it would be worthwhile; in the words of Ryan 
that it was:
“...like a new thing, a good thing to try and it has been really. “
Many of the Torville Academy students also found that ‘Pre-voc’ 
accompanied their main TVEI options. Of the nine students four opted for 
CDT and Community Studies first and another four found that ‘Pre-voc’ 
accompanied their BIS option. Only Sarah  opted on the grounds that the 
programme looked interesting but she felt it had not been clearly explained 
to her at the outset.
Not all those students who found ‘Pre-voc’ in their course ‘package’ 
complained about its inclusion but four of them stressed that they had not 
known what to expect and had been taken by surprise by the content of 
some of the modules. As Lindsay said:
“...it was never really explained... what it was. We weren’t told the courses 
that were on i t  We were just told that we were doing Pre-voc. "
Some students had thought it was biased towards technology and practical 
work, others that it contained a great deal of computer work and others that it 
had a heavy community studies emphasis. The major complaint about 
content focused on the ‘bittiness’ of ‘Pre-voc’.
At C lapton S tree t the familiar story of ‘Pre-voc’ forming part of a  ‘package’ 
was repeated with four students finding it a  necessary accompaniment to 
BIS. However more students opted for ‘Pre-voc’ on the grounds that it 
sounded interesting or in the hope it would give some career insight; and not 
all those who found it part of their programme complained as to its content.
However, there were disturbing signs that students found them selves on the 
‘Pre-voc’ course through constraint rather than choice. E leanor had initially 
opted for Community Studies only to be told that the option was full and she 
had been placed in ‘Pre-voc’. Matthew came to the course in bizarre 
circumstances. Having returned to England from living abroad he entered 
Clapton Street in what was then known as the Fourth year:
“When I came back, they put me in the wrong room; and I couldn’t be 
bothered to go to the teacher and say: ‘Look I don’t want to do this. Can you 
put me in something else?' I wasn’t really bothered either way."
2 . Did the  c o u rse  com e up to your ex p ec ta tio n s?  (or “What
parts of the course did you like and what parts did you 
dislike?” when the students did not know what to expect.)
All but one of the W estpoint students had positive comments to make 
about the ‘Pre-voc’ programme. Students focused on particular content that 
they had enjoyed and featuring highly were the Mini Enterprise.food 
technology based project, completed with the TVEI Advisory Teacher, Mary 
Evans, at the Melchester Curriculum Centre; the Media module that had 
focused on creating a  news bulletin against hard deadlines and last minute 
incidents; and the Design and Technology module where an alarm system 
had to be designed and constructed. The delight that some students felt in 
seeing tangible fruits of their labour were encapsulated in G raham ’s 
statement that prior to TVEI he “had no idea about anything..! couldn’t even 
wire a plug, that’s how good I was at things like that.l’m quite proud of that 
really. I’ve never done anything like that before”.
Clearly the course had achieved much for G raham ’s self-esteem. Others 
too valued the opportunity to access a  variety of experiences. As Ryan 
remarked:
“It had its ups and downs but mainly it’s been good. I enjoy doing different 
things.”
Processes like group work and personal research was generally valued as 
were the development of what were perceived to be ‘business skills’.
The main dissentient voice was that of Gary who felt that promises of choice 
and flexibility, and of new and different teaching approaches, had not been 
fulfilled. He said that he had expected ‘Pre-voc’ to be “more open”. The Mini 
Enterprise pro ject. for instance, had turned out to be:
“...just a waste of time really. We got told everything we had to do, how to 
prepare it and everything like that. We didn’t get virtually a say in the the 
matter.. It’s better if you have your own ideas not the teachers...but like 
whatever we said the teacher dictated and we had to do what she said.”
Whilst G ary’s sentiments stood alone in this aspect of Mini Enterprise, 
several students complained of the poor organisation in that project which 
had led to them to go back to explore material that should have been 
covered the first time.
Other complaints concerned poor teacher organisation that precipitated the 
kind of rush to complete the Design and Society module and its universally 
disliked post box project. Poor teacher support was complained of in other 
modules a$ was a  heavy degree of copying work (for instance, from 
pamphlets in the Community module) and what Darren Farrar complained 
of as:
“..filling in sheets all the time”.
Farrar w as one of a  small minority who had disliked group work on the
grounds that it was difficult because of:
“...lack of cooperation among the pupils.”
An underlying theme was a feeling of unconnectedness to the ‘Pre-voc’ 
programme. It was no more aptly summarised than by G raham :
".. We had no idea...what the pieces mean and didn’t know what was ahead 
of us in the modules. If it was more organised I’d say it was worth a go. ”
At Torville A cadem y the Mini Enterprise module was undoubtedly the 
most popular. Few students disliked it and and several regaled the 
researcher with detailed stories of their particular projects, many of which 
had been targeted at the annual School Summer Fair. The projects varied 
from the manufacture of cuddly toys to the production of heart shaped 
cushions; the founding of a sandwich bar to meet the ‘teacher lunchtime 
market’ to the manufacture of clay pots.
Depending on the student interviewed, other modules were spoken of with 
various degrees of approval or disapproval. Jo an n a  enjoyed circuit work 
and the design of street furniture in the Design and Society module . Lisa 
shared her pleasure in the latter but described Electronics as “horrible”. 
S u san  disliked Design and Society because she “can’t draw very well” 
but liked the use of circuits.
Several students testified to enjoying investigating a  problem in the 
community and coming up with a  solution. Hence there were ‘hands on’ 
simulations that investigated the needs of blind people, research into the 
needs of people at.the Spastics Centre, visiting a  hospital unit to 
investigate the problems of premature babies or researching the effects of 
alcohol and drugs to name but four projects. Clearly there was flexibility in 
this respect.
Unlike the positive comments from Westpoint on the broadcast simulation in 
the Media module, tne Torville comments saw little point to a  similar activity.
As with Westpoint, group work received mixed comments. Laura 
valued having to:
“..compromise. You had to listen to each other. You can have a leader but 
you can’t have them domineering everything and give in to them.”
Louisa, however, complained of taking on more responsibilities when a 
colleague was absent for a long time and Lindsay had found the disputes 
within her Mini Enterprise group very trying.
Again there was a  feeling that the students had been inadequately briefed 
prior to the ‘Pre-voc’ course. Sarah could talk of ‘Pre-voc’ as 
“...something to look forward to really: because every so often you’ve got a 
different project to do. it’s interesting as you go along. ”
but a  number of students felt let down by the ‘Pre-voc’ programme. Some
had expected more practical work and not so much copying and writing of 
reports. Others clearly disliked the element of surprise.
At C lapton S treet there was discernibly a  more mixed reception to the 
‘Pre-voc’ course. However, Mini Enterprise was almost universally enjoyed 
and the noticeably taciturn Eleanor volunteered considerable information 
about her project. As at Westpoint, Mini Enterprise had been focused on 
Food Technology and delivered at the Melchester Curriculum Centre. The 
enjoyment was no better expressed than by Mary:
“The whole class., was sitting there giving their own ideas and it was your 
ideas, not the teacher’s. So when we got our ideas down we had..to go out 
and advertise it and learn everything about making a good business. It was 
really good. ”
There then follows a  breathless account about how the students had 
dressed up as Santa’s helpers to organise a  Christmas buffet.
Other modules mentioned favourably by some students included a Media 
module on ‘Breakfast TV’ (then a  relatively recent innovation), making a  
working alarm as a  distress aid for elderly people in the Technology module. 
However, practical work of this nature did not appeal to everyone and this 
was particularly true of some girls. It was not simply that they did not feel 
capable of completing such activities but down to class organisation.
Mary, for instance, complained that when she had to make the “buzzer 
thing” , she “struggled. They’d all made their plans and were ready to get 
stuck in when I returned and they wouldn’t help me back into it.”
Teaching approaches also came under fire with regard to the Technology 
module. Helen said:
" We did all this work on washing machines and we ended up making this 
aid for the elderly. I didn’t see the point of finding out about those other 
things.”
Mary had generally enjoyed TVEI but felt aggrieved by some of the 
teachers’s  attitudes. She mentioned the general difficulties of trying to catch 
up after absence and the fact that some teachers did not seerri to care. 
Despite the claim of open debate on the ‘Pre-voc’ course, one teacher 
“ said what she wanted to say and if you didn’t agree with her, that was 
tough. You could have hit her inside. ”
Here was a  good instance of how students could become emotionally 
frustrated.
Mary also shared with other students a  dislike of having to complete the 
latter modules on the course under intense pressure.
Students like Matthew could welcome the variety of the ‘Pre-voc’ 
course and feel that it was good preparation:
“ for getting jobs, about interviews, things like that”
and talk of ‘Pre-voc’ as :
“a form of cushion for when you leave school.”
On the other hand those like Rupert made trenchant comments about lack 
of teacher support and being forced to “Get on with the next question” on 
the worksheet. Mark found both modules and teacher approach repetitive. 
He remarked:
“...it was doing the same work virtually every week. Just give out the sheet, 
do the sheet and that’s it. That’s all we done all the time.”
If anything, the majority of complaints from the Clapton Street sample to this 
question were from those designated as being within the ‘low to middle 
ability’ sector.
3 . Have you no ticed  any d ifferences in the  w ays you have
b een  ta u g h t on your Pre-vocational S tu d ies  c o u rs e ?  How 
w ere  you trea ted  a s  a p e rso n ?
Students at W estpo in t focused on three main areas of teaching and 
learning: problem solving in groups, case  studies or project assignments 
and what might be described as a  more facilitative approach to teaching.
The video was increasingly taking a  significant role in lessons but there was 
little reference to the use of simulated activity or role play.
Students were divided as to whether this represented a  different approach to 
study from their mainstream subjects. Some considered it to be what 
Andrew called a  “more modern approach” while others could point to 
similarities with subjects like Geography.
There was a  mixed reaction as to what enjoyment students derived from the 
course. While Gary could complain that the ‘Pre-voc’ lessons were worse 
than the other ones he had, G raham  described the course as:
“..a lot better than ordinary subjects which you do. It’s more talking than 
reading out of books and things like that. ”
To make some generalisation, students of ‘low to middle ability’ found the 
course less fulfilling than those considered to have more formal academic 
ability. That having been said, Gary, designated as being in the former 
group, reflected a  great deal on the programme and came up with some 
strong perceptions about how the course had not given the individual choice 
of work promised.
There was a very mixed response to the teaching approach at Westpoint. 
Most students recognised a change of approach. Some saw the teacher as 
standing by to give support as and when needed. Karl said:
“You’ve got to work for yourself. You’ve got to figure it out for yourself 
which is a good thing. But if you get really stuck they’ll come and help. ”
However, others considered the teacher role to be too laissez faire. Clearly 
assignment worksheets were heavily used as a  teaching crutch and 
Andrew could remark that:
“...he (i.e. the teacher) doesn’t walk round trying to make an effort".
Darren Farrar welcomed an activity based problem solving approach but 
pointed to the pitfalls in terms of class disruption:
“There were some bad pupils...which made it harder for the teacher to keep 
the lesson going all the time. It would have been a lot better if  there had 
been competition. But there was no competition. They had just given up."
The Torvllle A cadem y students made little reference about the teaching 
and learning methods used. Role play, individual projects and assignments 
and practical work were referred to in passing but reflections on the role of 
the teacher dominated replies. A majority of students preferred what 
L indsay called a  “more laid back" teaching approach. Some remarked 
that it was an approach that was based on trust and thus treated them more 
like adults. They had freedom to move about within the school and, to a  
degree, outside it in pursuit of their research. Sarah  said:
“....they (the teachers) won’t interfere unless you need their help"
and Lauraine commented:
“ We have to try and work it out for ourselves without him (the teacher) 
telling us every part of what we’ve got to do."
The majority of students questioned enjoyed this approach but some felt it 
too unstructured and thus difficult to follow. Laura commented:
“A lot of times I was confused. I didn’t know what to do because he (the 
teacher) didn’t explain it very welL.you had to go at your own pace to try and 
work it out for yourself.
and L indsay complained about the vague deadline set for completing work 
by comparison with other subjects. She preferred to be pushed to meet tight 
set dates because she found it difficult to motivate herself otherwise.
Interestingly the major concerns about the ‘new’ teaching approaches came 
from students considered to be in the ‘middle to high’ ability range.
Some Torville Academy students were ambivalent about the role of the 
teacher in ‘Pre-voc’ Studies. They enjoyed the greater freedom to learn but 
sometimes found the less structured approach difficult to cope with. A 
similar ambivalence characterised the Clapton S tree t responses. If 
anything the responses were more critical of teaching approaches than 
elsewhere. Yet they were clearly personalised towards individual teachers 
too; and several students valued the more open approach to teaching 
adopted.
Rupert complained of an individual teacher who:
“...just says ‘Get on with the next question’ and doesn’t help you about it at
all. He doesn’t explain what the question’s about. He doesn’t work with us."
Mark had som e interesting perceptions on what he considered to be ‘real 
teaching’ and it is valuable to consider the track of the interview at this stage.
R e s e a rc h e r :
M ark:
R e s e a rc h e r ;
M ark:
“That’s interesting. I’ll just pick up one thing you said. ‘It 
^wasn’t really teaching’ you said. What do you mean by 
‘real teaching’? You’ve done five years in the school 
now. What do you think in particular marks out ‘real 
teaching’?"
“Taking the pupils more...er...because I find nowadays 
that with these computers and that, I find teaching a lot 
more lazy compared with my old school. It was only a 
primary but it was a lot more strict. Now teachers don’t 
have, you know, a proper approach." Half the time they’d 
just give us a sheet...It was just kind of ‘Here’s a sheet. 
Do that. ’ We didn’t really get taught. "
“You said you enjoy Physics and Geography so I take it 
they employ what you call a proper approach to 
teaching and learning?"
“Yes, because they help you with it and show you what 
to do. It’s not a sheet and you actually get to use the 
stuff..."
C onnor distinguished clearly between teachers who took advantage of the 
relatively small ‘Pre-voc’ groups to “spend more time with people explaining 
it more" and those who sit there and you just do the work".
As at Westpoint, Helen noted that the teaching approach adopted could 
lend itself to disruption by students who did not want to work. She gave a 
graphic description of :
“..a lot of people who don’t work properly and so they distract you as well 
even if you are working - all the noise in the background and the teacher just 
standing there telling us all the work to do...."
Yet Helen-and several others approved of that approach to teaching despite 
the pitfalls.
In terms of specific teaching and learning approaches used there were 
some references to the benefits of questionnaires, surveys and role play and 
a  particular focus on the value of group work. The latter was often referred to 
in the context of Mini Enterprise.
4 . How did you find the a s s e s s m e n t p ro c e ss?  W hat kind of
say  did you have in the  m arks you go t?
At W estpoin t there was considerable misunderstanding about the 
assessm ent scheme and the quality of feedback from assessm ent appeared 
to be minimal. Most students interviewed had vague recollections about 
having the mark scheme explained to them but little current understanding 
‘ of its considerable complexities.
There was little understanding among students as to why a  they had 
earned good or bad marks and there seem ed to be a  preponderance of low 
marks on the course. Gary explained away this trend as the outcome of 
everyone becoming bored with the course but the reasons were somewhat 
more subtle! Darren Farrar, probably the most thoughtful student of the 
group interviewed, had no concept of why particular marks had been 
awarded. It is clear from what both he and others said that there were 
serious flaws in assessm ent approaches. There was neither a  concerted 
effort the mark scheme to students nor to provide opportunities to discuss 
progress with a  teacher or to improve on performance prior to the completion 
of a  project.
At the conclusion of the first couple of modules, students had been 
encouraged to write out a  Summary of Experience and reflect upon what 
they had done. However students were unclear as to how they could 
evaluate their personal contribution within group work and were given little 
guidance on this issue. Because of the later rush to complete modules, 
even this poorly explained formative process appears to have fallen into 
abeyance.
Several students remarked that there was no opportunity to challenge a 
final mark or even to discuss it. This of course ran counter to the formative 
assessm ent philosophy intended to underpin the ‘Pre-voc’ programme.
Andrew aptly summarised the feelings of most students interviewed when 
he said:
“/ just get the marks and that’s it. "
Of the Torville Academ y students, those who did comment on the 
felt they did not understand the principles behind the assessm ent 
process.There appears to'have been more opportunity than at Westpoint to 
discuss particular marks and indeed to improve on particular pieces of work 
prior to final assessm ent but the complexity of the mark schem e meant that 
some students were both perplexed and disappointed.
Laura had been angered by a schem e which she felt penalised you if you 
were working in an unmotivated group even though you were prepared to 
make the effort. She had also felt that the ways of calculating an average 
overall grade , through cancelling higher module marks by lower marks, 
worked against her. She would have achieved a higher mark than her ‘D’
grade had the marks been totalled and averaged across the modules.
Clapton Street students also generally admitted to being confused as to 
the mark schem e and were fatalistic that once a mark had been awarded, 
there was nothing that they could do to change it. There were again 
comments about the potential detrimental effects on personal marks of 
working in a  poorly motivated group and about the paucity of opportunity to 
discuss assessm ent with teachers.
The fatalistic approach is perhaps best understood when one considers 
Helen’s comments at interview. Helen was an able and thoughtful student 
who wanted to go on to A-level and university.She had received a  low mark 
in one module and felt that she had been harshly penalised with too much 
emphasis going on what she had not demonstrated on her alarm system 
and too little emphasis on the quality of written work she had produced and 
effort she had made. The teacher of the particular module appeared to 
sympathise in part and referred the matter to the TVEI Coordinator but Helen 
held little hope of redress. Two of her fellow students who had complained 
when som e of their work had been lost by their teachers were told to repeat 
it. When they complained to their Head of Year, they were strongly 
reprimanded by the TVEI Coordinator for doing sol
5. How do you think the course has helped you as a person?
has it helped you to make up your mind what you want to 
do as a career?
The students at Westpoint, with the exceptions of Gary and Martin, felt that 
the ‘Pre-voc’ course had helped them to develop a  range of personal and 
social skills and attitudes. Skills of communication were cited by almost all 
those students a s  were greater self-confidence, improved skills of personal 
presentation, an ability to state opinions more clearly and assertively and to 
play a  positive role in a  team. More specific skills and understanding were 
also identified by one or more students. These included computer skills, 
information retrieval, and a heightened understanding of the business world.
While som e students said that the course had been an valuable window into 
various vocational areas, none claimed that it had influenced their specific 
career decisions. Several had made such decisions and they included the 
police force, the army, engineering, graphics or advertising and banking.
Martin claimed that the course had influenced his progression route post- 
16 on to CPVE. This begged a number of questions as to the kind of careers 
advice he had received. CPVE would represent little more than an 
extension of the kind of programme he had already been involved in with no 
more specific vocational focus.
More Torville Academy students felt that ‘Pre-voc’ had caused  them to 
think about specific career areas or at least re-focus their initial career 
interests. Technological aspects of the programme had caused  Samantha
to apply for an electrician apprenticeship while the business elements had 
led S arah  to an RSA Diploma post-16. Jo an n e  had been accepted on a 
day release course at college on the distributive trades while Lisa had 
opted for banking. Louisa had been caused to consider something that got 
her “out and about a lot" rather than her initial choice of office work while 
S u san  had been caused to changed her interests from teaching to design 
work.
In terms of general skills developed , several interviewees referred to the 
teamwork skills they had developed through Mini Enterprise and to skills of 
problem solving, interviewing people and processing information. A number 
said that they had gained an insight into business. Several student 
comments strike by their claim to having developed greater self-confidence 
and self-esteem through the activities they were involved in.
At C lapton S treet no student said that TVEI had given them a specific 
career focus although two students claimed that it had put them off what they 
were previously interested in, namely being a  mechanic and working in a  
bank. Work experience had helped them to change their minds and was 
highly valued by many of those interviewed. Those two students had now 
opted respectively for being an electrician and working for British Telecom 
but did not feel they had been influenced in their choices by the course.
Of those who wanted to continue with their education post-16, a  number 
looked to A-levels across a variety of subjects including Physics, Maths, 
English, Art, Photography and Modern Languages. One gloomily 
contemplated ‘re-takes’ while another sought a  course at college to develop 
skills as a  receptionist.
Some students, particularly those identified within the ‘low to middle ability’ 
ranges, denied that ‘Pre-voc’ or TVEI in general had done much to enhance 
their personal skills and qualities and to some extent there had been a 
similar pattern in the other two schools. Where students did find it had 
helped them there was a  particular emphasis on greater self-confidence, 
better skills of communication, team-working skills (again Mini Enterprise 
was often cited) and greater facility with practical projects. Other more 
specific elements cited were a better understanding of business and the 
wider community and an interest in public relations.
6 . if so m e o n e  cam e to you and  asked  w hether they  shou ld  do
th e  Pre-vocational co u rse  next year w hat adv ice  w ould you 
g ive  th e m ?
There w as a  very .wide variety of responses from the W estpoint students. 
Three students strongly advised not opting for ‘Pre-voc’.
Most student s acknowledged that the ‘Pre-voc’ modular content was a 
mixture of ‘interesting’ and ‘boring’. One or two of them implied that 
‘Pre-voc’ could be a  ‘soft’ option with the opportunity not to work if you
wanted to ‘hide’ within a  group. Yet Ryan could remark:
“If you miss one lesson it puts a lot of pressure on you. Because it's all 
continuous, you don’t have time to catch up. It’s quite hard. ”
Others like Karl agreed about the pressure of coursework but stressed the 
benefits of continuous assessm ent if you did not like the stress of 
examinations.
Several students advised careful prior research into both content and 
method. ;
If anything, the Torvllle Academ y students were less cautious in their 
advice and som e enthusiastically endorsed the ‘Pre-voc’ programme; 
although Laura counselled doing some detailed prior research.
No student advised against taking the course although a  number made 
specific reference to the need to enjoy practical activity be it in the form of 
‘hard’ technology, design, or general art work. Others mentioned a  need to 
be interested in aspects of the community. Virtually every student 
mentioned it being essential to keep up a level of hard work; not to fall 
behind and fail to meet assignment deadlines.
Interestingly S u san  followed the line of Karl at Westpoint. She had advised 
her brother in the Third year at Westpoint to opt for ‘Pre-voc’ because:
“he’s not very good at exams.”
The C lapton S tree t students were generally prepared to recommend the 
‘Pre-voc’ course, mainly on the grounds of its enjoyable variation of content 
and approach; and of the space it gave for individualised projects.
Some sponsorship was more conditional than others. Despite C onnor 
recommending the course because it was not:
“...just writing and writing and writing. You get to do some practical stuff as 
well which is more fun"
other students referred to the motivation required to complete the volume of 
written assignments.
7 . Is th e re  anyth ing  e lse  you would w ant to  a d d ?
At W estpoint, Gary, probably the most critical of all the students, paid 
som e tribute to the ‘Pre-voc’ Coordinator who
“...iike tried his best on it but the kids just aint taken much notice and that’s 
about it. If it were changed around a bit like we had to do just a lot more of 
what we wanted to do, it would be a lot better.... "
At Torvllle, there were few further comments added although some 
students took the opportunity to stress again the ‘taste’ of topics provided by 
‘Pre-voc’ and the positive trusting approach that the teachers displayed.
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Of the C lapton S tree t responses that by Helen aptly expressed much 
that other students with concerns about the ‘Pre-voc’ course had said across 
the three schools: .
‘W e didn’t know what to expect and we didn’t know how to work property in 
lesson and what we were expected to do; so when we got low marks it’s not 
really surprising because we didn’t know what we were doing. Maybe there 
could be a similar sort of thing in the first, second or third years before we all 
choose options so we knew how we were meant to work; because if  this is 
an exam course, loads of people haven’t done too well because they didn’t 
know what to do for it"
APPENDIX 8
QUESTIONNAIRE
DIPLOM A OF VOCATIONAL EDUCATION COURSE 
AT ST. MATTHIAS HIGH SCHOOL
NAME: ............................................................................
G EN D ER: (M o r F ? )............................... ...................
WHAT OTHER COURSES ARE YOU DOING IN YEAR 12?
Please will you try to answer all the questions. Your answ ers will be very helpful in 
telling us how you find the course and in making suggestions a s  to how it might be 
changed in future.
Most of the answ ers call for a yes or no or similar reply. P lease  r in g  your chosen 
answer. W here the questions ask you for detail, please will you put in a s  much 
detail as  you can.
Please feel free to be honest but please give as much detail a s  you can when asked 
for it. Your a n sw e rs  to  th e s e  q u e s tio n s  will be tak en  w ith th e  re s t of the  
g roup . Your nam e w ill be  keo t conffdentta l bv m e a n d  will on ly  
u se d  to  do  a check  for num bers and  gender of th o s e  w ho  replied .
Dorset TVEI Extension Research Unit.
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1. What have your Diploma lessons contributed to your Sixth form programme? 
Have they
(1) helped you to get a  better insight into what Yes No
career to choose?
(2) shown you different aspects of the world of Yes No
of work?
(3) given you the chance to work in different ways Yes N o
to your other course programmes (e.g. personal
research; work in groups; problem solving activities; 
work outside the classroom)?
) (4) helped you to develop personal and social skills Yes N o
that would not have been possible on your other 
courses?
(5) Given you the chance to discuss progress with your Yes No
tutor and plan action for the future?
(6) Helped you to develop your Record of Achievement? Yes N o
(7) Given you a  say in your own assessm ent? Yes No
(8) Helped you to describe better your achievements Yes N o
and qualities to people outside the School e.g.
employers; members of the community?
(9) Given you the opportunity to make use of your Yes N o
spare time activities and to be credited with what
) ) you achieve in your time outside school?
(10) Given you a  clearer idea of what you want to do Yes N o
when you leave school?
(11 ) Helped you to study better across all your courses? Yes N o
2. What parts of your Diploma programme have you found particularly useful?
(1) the Introductory Module? Yes No
(2) the Exploratory Module? Yes No
(3) the Preparatory Modules? Yes No
(4) the Work Experience? Y es No
(5) the recording of your personal skills and achievem ents 
on the Record of Achievement?
Y es N o
(6) the chance to plan future action and to set targets for 
yourself?
Yes No
(7) the kinds of learning activities and projects in which you 
have been involved?
Y es No
(8) the opportunity to talk to your tutor about your progress? Y es N o
(9) the chance to have an important say in how you are 
a sse sse d ?
Yes N o
(10) the chance to experience more things than you would have 
by being limited to a  course like A Level or GCSE?
Yes No
(11) the chance to consider your choice of career and the skills 
needed to take up that choice?
Y es N o
(12) the opportunity to work outside the classroom as well a s  in 
it?
Y es No
(13) the chance to have skills and achievements credited to you 
that you could not have shown on your other courses?
Y es N o
(14) the chance to take some lessons at College? Y es No
(15) help you with better ways to organise your study? Y es N o
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)3. Please could you write down the Diploma time modules that you have been 
taking.
In what ways does work in your Diploma time differ from your other courses? 
Are they different because they
(1) involve you in developing different kinds of skills and 
achievem ents?
Y es No
(2) involve you in different ways of working e.g. In groups; 
on personal research topics; through experiences outside 
the classroom?
Yes N o
(3) have a  different way of assessing what you achieve? Y es No
(4) involve you more in your own assessm ent? Y es N o
(5) take account of action planning and recording of 
achievem ent?
Yes No
(6) involve the teacher and students working together in a  
different way?
Y es No
(7) tell you from the start on what you will be a ssessed  and 
what you will need to do to get a  good assessm ent?
Y es No
(8) get you to do different kinds of assignments and solve 
different kinds of problems?
Y es No
(9) help you with finding better ways to organise your study? Y es No
How did you find out about what was involved in the Diploma course?
(If your answer is “Yes” to any of the methods (1 ) to (6), please show in the 
second column alongside whether this was helpful or not.)
Hç.lpfUl?
(1) through a  brochure or booklet? Y es N o Y es No
(2) in a  Year 11 Assembly? Y es N o Yes No
(3) in a  Year 11 Tutorial Group? Y es N o Y es No
(4) in a  Year 11 Careers Lesson? Y es No Yes No
(5) in an induction programme at the Y es N o Y es No
beginning of Year 12?
(6) anv other wav? (p le a se  s ta te ) Y es N o
(p le a se  s ta te ) Y es No
What helped you to decide on your options for the Diploma course?
(1) details in a  brochure, pamphlet or leaflet? Y es No
(2) information and/ or advice from your tutor? Yes No
(3) information and/ or advice from other teachers? Y es No
(4) information and/ or advice from lecturers at college? Y es No
(5) the induction programme? Y es No
(6) information and/ or advice from your parent(s)/ guardian(s)?Y es No
(7) information and/ or advice from someone on your Y es No
work experience placement?
(8) information and/ or advice from your career teacher? Yes No
(9) som e other way(s): please state
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6. The numbers below mean as follows:
1 . m ean s “it’s  been  very in te resting  and  helpful to  m e”.
2 . m ea n s  “so m etim es it h a s  been  va lu ab le”.
3 . m ean s  “I found it u sefu l on  rare o c c a s io n s”.
4 . m ean s “it m ight have been  useful bu t I w ould have  better
s p e n t my tim e doing som eth ing  e ls e ”.
5 . m ean s “I d o n ’t  enjoy it and  usually  find it of no  in te res t or 
va lue  to  m e”.
6 . m ean s  “it’s  alw ays boring  and  h a s  no in te re s t to  m e”.
What parts of the Diploma have you found to be interesting and/ or
') enjoyable? Please ring the number that best describes what you felt about
each of the following:
Finding out about careers 1 2 3 4 5 6
Work experience 1 2 3 4 5 6
Link courses 1 2 3 4 5 6
Working on personal projects 1 2 3 4 5 6
Working in groups 1 2 3 4 5 6
Work outside the school 1 2 3 4 5 6
The chance to try out and develop new skills 1 2 3 4 5 6
Learning about different things from your main courses 1 2 3 4 5 6
Developing personal and social qualities 1 2 3 4 5 6
)  \ Discussing progress with the tutor and setting new targets 1 2 3 4 5 6
Recording a  whole range of achievements 1 2 3 4 5 6
Being able to count things you have been doing in your 1 2 3 4 5 6
spare time outside school.
7. Has the Diploma helped you to make up your mind what to Y es N o
do at the end of your course?
8. Has the Diploma helped you to organise the way you study Y es N o
better?
9. If you attend college as part of the course, please would you say briefly what 
you have found the advantages of this to be and whether there are 
disadvantages.
10. Do you feel you were well prepared for what to expect Y es No
on the Diploma course?
If your answer is “No", please could you give your reasons briefly below:
11. Do you know why the Diploma is included as part of your Sixth form 
programme? Please explain briefly below.
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12. Please would you add any further comments you have on the Diploma and 
its value to you. If you need more space, please use the back of the sheet.
Thank you very much for taking the time to answer these questions. 
Your help Is very much appreciated. Would you mind checking back 
through your answers to see whether you have thought of anything 
else you might want to add.
Good luck In your future choices!
APPENDIX 9
BROAD FRAM EW ORK OF QUESTIONS: FO R  CONVERSATION W ITH 
STU D EN TS: STM A TIH IA S H IG H  SCHOOL.
1. Why do you think that the Diploma was included in your Sixth form 
programme?
2. What do you consider to be valuable about the Diploma programme?
3. What do you consider to be less valuable about the Diploma programme?
4. Could you give m e a little more detail about a, b, c...(from Q2/3 above)
5. How did you hnd out about the Diploma and what it entailed?
6. How has your learning been orga n is e d  on the Diploma programme?
7. Do you understand what criteria you are being assessed on?
8. Comment on the value of support ârom tutors?
9. Could you comment on how your tutors have *coped’ with a new course?
10. If you had the chance to change the course in any way, what would you 
suggest
(a) to City and Guilds?
(b) to your tutors?
(note: the form  the actual conversations w ith students took was much 
iooser’ w ithin th is framework than had been the interview s w ith the
Melchester TVEI students)
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BROAD FRAMEWORK OF QUESTIONS FOR STAFF INTERVIEWS: 
STJMATTHIAS HIGH SCHOOL
1. What are your main subject areas?
2. Have you been involved in similar courses prior to the Diploma?
3. What aspects of the Diploma are you involved in teaching?
4. How well do you th in k  you were prepared for te a ch in g  on the Diploma 
programme?
5. What is your opinion of the value of the Diploma for students?
6. What say did you have in how the programme was put together?
7. How much say do you have in how you deliver parts of the programme with 
students?
8. What teaching styles do you use on the Diploma course?
9. How do these differ from any approaches you used prior to becoming 
involved in  the course?
10. How do these differ from the way you work with other classes?
11. Do you think that the styles you have used on the Diploma programme 
have improved the quality of your teaching? If so, how?
12. Do you think the styles adopted have improved the quality of the students’ 
learning? If so, how?
1.3 How confident do you feel in the approaches you have adopted?
14. Has your role as a tutor on the course differed from how you have acted as 
tutor in the past? If so, how?
15. What is the value of the tutor’s role on the Diploma course?
16. What is your opinion of the assessm ent process on the course? How do you 
discuss assessm ent with students?
17. How do you approach counselling, guidance and action planning?
18. How do students choose their learning path through the Diploma?
19. Are flexible learning approaches and supported self study used with the 
students?
20. Do you teach mixed ability groups? W hat special demands do such groups 
make on the teacher?
21. Would you comment on the way the course has been timetabled and 
resourced?
22. have you been involved in staff development for the Diploma prior to and 
during your involvement on the programme?
23. How valuable was that staff development? Please comment on the amount 
and effectiveness.
24. Would you comment on the nature of the support work from advisory staff 
on the Diploma?
25. In what particular areas would you want further staff development?
26. How m ight that staff development best be organised?
27. Would you comment on your effectiveness as a staff team on the Diploma 
programme?
28. What is the process for evaluating what is on offer?
29. What had been the main value of the Diploma to students?
30. How does that compare to what they were offered previously? Please 
comment in  detail.
31. How m ight you make alterations to what you offer next year?
32. Has your involvement in the Diploma caused you to change your 
approaches to teaching and learning elsewhere? How? Why?
33. Is there any further information that you would like to add?
(note: as w ith the framework for student conversations, th is framework
for staff interview s was employed in  a more flexible fashion that that in
Kingston upon Thames)
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INSTRUCTIONS TO STAFF FOR ADIVUNISTERING STUDENT  
QUESTIONNAIRE: STJVIATTHIASIHGH SCHOOL, MAY 1993.
* the purpose of this questionnaire is twofold:
(1) to give feedback to staff on student perceptions of the first year of 
the Diploma programme with a view to making possible 
modifications next year;
(2) to provide me with data for an M.Phil thesis that I am completing on 
the theme of the Management of Change in the school situation:
I will feed back the outcomes of the questionnaire and subsequent 
interviews I have with the students at a later stage this year
* the questionnaire contains a mixture of closed and open questions
* it seeks to give a picture of the benefits that Diploma students feel they
have derived from the programme, their understanding as to its purposes 
and the manner in which they were prepared for their study on the 
programme
* I have a sk ed  stu d en ts to be as h o n e st as they can  on th e  
q u estion n a ire. I am concerned th ey  g ive  good fu ll an sw ers 
exp la in in g  th e ir  v iew poin ts w h en  app rop riate. P lea se  en cou rage  
them  stro n g ly  to com plete the q u estio n n a ires and g ive as fu ll an  
answ er to  the op en  questions as th ey  can. T his m ight in v o lv e  
som e p ressu re on  them  given  th e  sh o rt tim e availab le for  
com p letion . P lea se  try to preven t an y  co llu sion  betwreen stu d en ts  
on the an sw ers.
* I hope the questions are clear but if students do need advice to their 
meaning please give it. I explain below what the intentions behind the 
questions are:
Q1 This is aimed at student perceptions of how Diploma lessons have helped 
enhance their programmes and ‘added something* to what they've done on 
their other courses.
Q2. This second question looks for particular parts of the Diploma that student: 
have found useftd. .
Q3. This looks for students to give their perceptions of how lessons on the 
Diploma differ from other courses.
Q4 Asks How students found out about the Diploma - note it calls for a second
Yes/ No response to each part if the first answer to that part is ‘Y'es*.
Q5. Looks for how students sought advice on what to opt fo»*
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Q6, Looks to how interesting or valuable students felt that different parts of the 
Diploma have been.
Q&. Focuses on how the Diploma has influenced students’ career or further/ 
higher education decisions.
Q8, Looks at the influence of the Diploma on study skills.
Q9. Asks for an open ended response on College links.
QIO. Another open response on students’ preparation for the course.
Q ll. Looks at students’ grasp of why the Diploma is on the Sixth form 
programme (open ended).
Q,12. Asks for any further comment (open ended)
If any parts are not relevant, please wiU students complete ‘No’ or ‘not applicable’
* please could you ask students to check on what they have written at the 
end.
* veiy many thanks for aU your help. It is much appreciated., The outcomes 
of the questionnaire will be very valuable to me. I hope that they will be for 
you’.
Tony Boyden
May 1993.
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COPY OF LETTER SOLICITING COMMENTS ON THE BROAD FINDINGS
OF THF r e s e a r c h  s t u d ie s
13 February 1995
Dear
Some time ago 1 asked you if you would mind contributing your thoughts to my 
M.Phil research on educational change. This focuses on the effects of introducing 
new teaching programmes on young people and their teachers.
1 am looking here for some brief thoughts and observations culled from your long 
and varied experience. 1 am leaving this open ended so that you can bring your 
own emphasis to the issues and highlight what you consider to be the key factors. 
1 do not intend however that this should put you to the trouble of a lengthy 
esposition; rather a brief outline of your thoughts with examples or references 
would be helpful.
1 have enclosed some extracts from the interviews and questionnaires 1 have used 
which 1 hope might trigger some responses. Obviously, 1 have had to keep names 
of students, teachers and schools anonymous to ensure full confidentiality.
Important issues thrown up to date have included:
s t u d e n t  r e s p o n s e s  w h e n  c o n f r o n t e d  w i t h  ‘n e w ’ a p p r o a c h e s  t o  l e a r n i n g  - i s  
t h i s  ‘r e a l ’ t e a c h i n g ?
t h e  r a n g e  o f  t e a c h e r  i n t e r p r e t a t i o n s  a s  t o  t h e  r o l e  o f ‘f a c i l i t a t o r ’
* a  g a p  b e t w e e n  w h a t  i t  i s  p e r c e i v e d  s t u d e n t s  w i l l  f i n d  b e n e f i c i a l  a n d  w h a t  
t h e y  c o n s i d e r  t o  b e  v a l u a b l e
t h e  d e g r e e  a n d  n a t u r e  o f  s u p p o r t  t h a t  s t a f f  f e e l  t h e y  n e e d  b e f o r e  e m b a r k i n g  
o n  a  n e w  p r o g r a m m e  a n d  w i t h i n  i t s  e a r l y  s t a g e s
t h e  d e g r e e  t o  w h i c h  s t u d e n t s  a r e  ‘t a k e n  i n t o  p a r t n e r s h i p ’ w h e n  n e w  
p r o g r a m m e s  a r e  i n t r o d u c e d ~
1 wonder if it would be possible to return any comments you might have to me by 
Wednesday, 1 March 1995. 1 know that this is a rather tight deadline for which 1 
apologise.
1 do very much appreciate any help you might give me with my research.
Yours sincerely 
Tony Boyden
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1. INTRODUCTION
1.1 The modular course described  here has been designed  to  
support a curriculum model which i s  resp onsive to  the  
perceived  needs o f students fo llow in g  programmes 
a sso c ia ted  w ith the TVEI P ro jec t in
Kingston-upon-Thames.
1 .2  The nature and content of th is  modular course in  *Pre- 
V ocational S tu d ie s ’ has been determined from the  
experiences of lo c a l TVEI sch o o ls . I t  seeks to  id e n t ify  
key a sp ects o f the p re-vocation a l curriculum which are 
f e l t  to  be an en titlem en t to  which a l l  students involved  
in  TVEI-type programmes should have a c c e ss .
1 .3  By providing a balanced, coherent and coh esive s e r ie s  o f  
learn ing  experiences the course w il l  g iv e  stu d en ts the  
opportunity to  develop knowledge, s k i l l s  and a t t itu d e s  
re lev a n t to  fundamental areas o f ’p r e -v o c a t io n a l’ 
education  as defined  in  the modules.
1 .4  The modules are designed to  be re levan t to  a l l  students  
involved  in  TVEI-type programmes lo c a l ly ,  reg a rd less  o f  
th e ir  a b i l i t y  or gender or of the more focused  TVEI 
options which they may be fo llow in g .
1 .5  W hilst providing a cohesive and balanced course in  i t s  
own r ig h t  the modules as described here have a ls o  been 
designed to  provide a foundation on which a broader 
modular programme can subsequently be con stru cted . This 
i s  seen as a p r io r ity  fo r  development.
1.6  P a rticu la r  modules described  should th erefore  be seen as 
p o te n t ia lly  providing a b a sis  of experience from which a 
student might make an informed and coherent ch o ice  of 
re la te d  modules, , thereby creating  a more focused  
modular programme, appropriate to  in d iv id u a l needs and 
in te r e s t s  in , for  example. Business S tu d ies , Technology, 
Food S tu d ies , Community S tu d ies, Design e tc .
1.7 The f u l l e r  modular framework, of which t h is  course  
should be seen as the foundation, w i l l  aim to  ensure 
curriculum balance, avoid early s p e c ia l is a t io n , promote 
eq u a l" op p ortu n ities , f a c i l i t a t e  student n e g o tia tio n , and
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be a natural v e h ic le  for  form ative and summative 
assessm ent p rocesses.
1 .8  The modular scheme w i l l  provide a v e h ic le  fo r  developing  
students* s k i l l s  in  id e n t if ie d  areas o f  Inform ation  
Technology in  an in tegrated  and appropriate way.
1 .9  The course w i l l  c o n s is t  of 5 assessed  modules, each of  
25-30 hours, which w i l l  form the b a s is  o f  a GCSE 
q u a li f ic a t io n , and one introductory module which w i l l  
not be a ssessed  as part of the programme.
1.10 Within the scheme a l l  assessed  modules are equal in  
d i f f i c u l t y  and are free -sta n d in g .
.17:
2. MODULAR FRAMEWORK
2.1 The course w i l l  c o n s is t  o f  the fo llo w in g  modules;
In troductory  Module : Inform ation Handling
Component Modules : Technology in  S o c ie ty
Community 
M ini-E nterprise  
Communication and Media 
Design and S o c ie ty
2 .2  The in trod u ctory  module w i l l  provide the opportu n ity  fo r  
can d id ates to  acqu ire b a s ic  knowledge and s k i l l s  which 
w i l l  be expanded and developed throughout the component 
modules. The in trodu ctory  module w i l l  not in  i t s e l f  be 
a sse sse d  as part o f the cou rse.
2 .3  The 5 component modules provide the opportu n ity  fo r  
can d id ates to  expand and develop the b a s ic  s k i l l s  and 
knowledge acquired in  the in troductory module.
The lea rn in g  a c t i v i t i e s  w ith in  each component module 
w i l l  be based on prob lem -solving tasks which cover the  
module con ten t to  varying d eg rees.
2 .4  The fo llo w in g  pages s e t  out the general aim s, assessm en t  
o b je c t iv e s  and scheme o f  assessm ent to  which th e  
in d iv id u a l modules conform.
2 .5  A module i s  d efined  as a fr ee -s ta n d in g  u n it io f  lea rn in g  
which may be grouped w ith other modules t!o form an 
ed u ca tio n a l programme.
2 .6  Students* s k i l l s  in  u sin g  and applying In form ation
Technology * to o ls*  w i l l  be developed s y s te m a t ic a lly  
through th e sequence o f modules by a s so c ia t in g  s p e c if ie d  
key areas o f Inform ation Technology w ith ap p rop ria te  
modules. The in troductory  * Inform ation Handling* module 
w i l l  address fundamental is s u e s  in  r e la t io n  to
id e n t i f ic a t io n  o f in form ation  needs, lo c a t io n  and
r e tr ie v a l  o f  in form ation , use and management o f
in form ation  e tc .
P a r tic u la r  I .T . areas to  be addressed through th e  course  
w il l  be:
Word P rocessin g  and re la ted  Software
Databases
Spreadsheets
T e le te x t
P r e s te l
E le c tro n ic  Mail 
Graphics 
Control D evices
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3. AIMS
The fo llo w in g  aims w i l l  be ap p licab le  to  a l l  m odules.
In d iv id u a l modules w i l l  have s p e c if ic  lea rn in g  o b je c t iv e s
r e la t in g  to  th e ir  p a r t ic u la r  co n tex t.
3.1 To encourage stu d en ts to  acquire knowledge and s k i l l s  as 
a foundation  fo r  fu rth er study and as an e f f e c t iv e  
brid ge from p re-v o ca tio n a l education to  th e  world o f  
work.
3 .2  To provide a stru ctu re  which promotes equal opportun­
i t i e s  and avoids gender stereo typ in g .
3 .3  To promote e x p e r ie n t ia l learn ing by use o f  s tu d en t-
centred  a c t i v i t i e s ,  such as prob lem -solving, c a se  stu d y , 
r o le  p lay  e t c .
3 .4  To provide stu d en ts w ith the opportunity to  n e g o t ia te
t h e ir  lea rn in g  exp erien ces and r e f l e c t  on th e ir  
p erceived  and develop ing  learn ing needs.
3 .5  To provide curriculum  balance, coherence, r e lev a n ce  and 
breadth , a llow in g  appropriate o r ie n ta t io n  and 
ex p lo r a tio n  s ta g e s  according to  th e n eed s o f  th e  
in d iv id u a l stu d en t.
4. ASSESSMENT OBJECTIVES
The fo llow in g  s k i l l  areas w i l l  be assessed  in  a l l  m odules. I t  
i s  expected th a t more d e ta ile d  o b je c t iv e s , s p e c i f i c  to  a 
p a rticu la r  module, w i l l  be o ffered  to  e lab orate  on th e s e .
CANDIDATES SHOULD DEMONSTRATE THE ABILITY TO:
4.1 recogn ise  a problem and respond to  i t ;
4 .2  lo c a te  or r e c a l l  appropriate in form ation , co n cep ts , 
p rocesses and s k i l l s ;
4.3 apply appropriate inform ation, concepts, p ro cesse s  and 
s k i l l s ;
4 .4  communicate the outcome of th e ir  learn ing;
4 .5  eva lu a te  and r e f le c t  upon the outcome o f th e ir  le a rn in g .
3% I
5. THE MODULES
Each module must con tain:
5.1 a t i t l e ;
5 .2  the aim, content and nature of the module;
5 .3  a statem ent of s p e c if ic  learning o b je c t iv e s ;
5 .4  an o u t lin e  scheme o f assessm ent and statem ent o f
d i f f e r e n t ia t io n ;
5 .5  a grid  showing the re la tio n sh ip  between learn ing  
o b je c t iv e s  and the methods of assessm ent.
r
5.6  The length  of c la s s  time devoted to  a module should be
s u f f ic ie n t  to  enable candidates to  dem onstrate th e ir  
f u l l  range of achievem ent. This w i l l  be a t  le a s t  25 
hours.
5 .7  The f iv e  component modules co n st itu te  the programme for  
GCSE c e r t i f i c a t io n .
5 .8  Assessment must take p lace during or a t th e  end o f each 
module.
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6. SCHEME OF ASSESSMENT
6.1 The scheme of assessm ent has been designed to  a s s e s s  the 
a b i l i t i e s  and s k i l l s  o f a l l  cand idates in  the range 
catered  for by GCSE. The assessm ent may be in  w r itten , 
o ra l or v isu a l form and may use a range o f  types of  
tech n iqu es includ ing, for  example:
i .  resea rch /p ro ject work;
i i .  essa y s and reports;
i i i .  data evaluation  ex erc ise s ;
iv .  ro le -p la y  and sim ulation  e x e r c ise s ;
V .  d esign  and make ex cer c ise s;
v i .  task-based v i s i t s ;
v i i .  modular t e s t  and examinations ;
v i i i .  p ra c tic a l assessm ent.
This l i s t  is  not meant to  be ex h a u stiv e , and no module 
would include the whole range of tech n iq u es . However, 
stu d en ts completing a p a rticu la r  programme would be 
expected  to  have been assessed  by a number o f  d if fe r e n t  
tech n iq u es , so as to  allow  for adequate d if f e r e n t ia t io n  
between candidates of d iffe r e n t  a b i l i t i e s  and to  ensure 
the assessm ent o f a f u l l  range of s k i l l s .
6 .2  For each module there w i l l  be a statem ent d escr ib in g  how
the framework assessm ent o b jec tiv es  are to  be applied  to  
the learn ing  o b je c t iv e s  of that p a r t ic u la r  module.
There w i l l  a lso  be* a , grid  which d escr ib es  the
r e la t io n sh ip  between assessm ent o b je c t iv e s  and mode of  
assessm ent.
6 .3  The o v era ll mark a llo c a tio n  for each module i s  shown
below for each category o f assessm ent o b je c t iv e s .
)
Category of 
assessm ent o b je c tiv e s
Percentage
weighting
Marks
RECOGNITION 20 6
LOCATION 20 8
APPLICATION 20 8
COMMUNICATION 20 8
EVALUATION 20 8
6 .4  Each module con trib u tes a maximum o f 40 marks. Marks
gained from a group o f modules must be added together
fo r  a ccred ita tio n  purposes. The t o t a l  marks a v a ila b le  
fo r  one GCSE a ccred ita tio n  i s  200.
6 .5  Grid 6.5 d escrib es the le v e ls  o f attainm ent appropriate
to  each s k i l l  area for a l l  the modules.
)
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GRID 6.5
The following grid describes the levels of attainment appropriate 
to each skill area for all modules:
ASSESSMENT
0B3ECTIVES
Hark Range 1 2 3 A 3 6 7 a
A Can decide . Can identify Can choose Can develop an
on a way to a number of and develop effective plan.
RECOGNITION proceed alternative an overall working through
ways of plan a range of
proceeding alternatives,
anticipating
outcomes
B Can identify Can select Can compare Can gather and
appropriate appropriate different synthesise a
LOCATION information information concepts. selection of
concepts. processes concepts.
processes or and skills processes and
skills skills
C Can use Can apply can apply in Can synth­
straight­ appropriate a coordin­ esise a range
APPLICATION forward information, ated way a of concepts,
information concepts. range of processes and *
processes or concepts. skills
skills processes 
or skills
D Can produce Can demon­ Can commun­ Can commun­
a strate icate the icate the
COMMUNICATION recognisable purpose in outcome structure.
outcome the outcome of learning purpose and 
outcome of 
learning
E Can describe Can describe Can identify Can evaluate
the task the task the stre­ alternative
EVALUATION and the way and the way ngths and methodologies
it was done it was done; weaknesses applicable to
and can draw of the the task and
conclusions methods draw infer­
from used in the ences from
content task and 
draw conclu­
sions from 
content
content
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7. DIFFERENTIATION
The aims and assessm ent o b je c t iv e s  which in d ic a te  in  gen era l 
terms what candidates should achieve are common to  a l l .  
D iffe r e n t ia t io n  w i l l  be achieved by providing o p p o r tu n itie s  
for candidates to  demonstrate what they know, understand and 
can do through task s which enable them to  d isp la y  p o s it iv e  
achievem ent. Grades awarded w i l l  be linked to  the! c r i t e r ia  
s e t  out in  the mark scheme which in d ica tes  what cand idates  
should know, understand and be ab le to  do a t various l e v e l s  o f  
achievem ent.
11
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8. AUTHENTICATION
A uth en tication  w i l l  be achieved by use o f th e  fo llo w in g  
methods where appropriate:
8.1 A d ec la ra tio n  by the student that he or she has produced 
the work involved w ithout external a s s is ta n c e  o th er  than 
th a t  allow ed under the scheme of assessm ent.
8 .2  A d e lca ra tio n  by the teacher that ca n d id a te 's  a c t i v i t i e s  
were kept under regular su perv ision  and th a t , to  the b est  
o f h is  or her knowledge, no a ss is ta n c e  has been given  
apart from th a t which i s  accepatable under th e  scheme of 
assessm ent.
12
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9 . GCSE GRADE DESCRIPTIONS
A.D. A candidate awarded 
th is  grade would be 
expected  to  demonst­
ra te  th a t  h e/sh e  
F
A candidate awarded 
th is  grade would be 
expected to  demonst- 
.ra te  th at h e/sh e  
C
A candidate awardee 
t h i s  grade would be 
expected  to  demonst 
r a te  th a t h e /sh e  
A
A Can d ecid e  on some 
ways of proceeding
Can choose and 
develop an o v e r a ll  
plan
Can develop an 
e f f e c t iv e  plan  
working through a 
range o f a ltern atif' 
a n tic ip a t in g  outcom
B Can s e le c t  some 
appropriate inform­
a t io n , concepts
Can compare d if fe r e n t  
concepts, p rocesses  
and s k i l l s
Can gather and 
sy n th e s ise  a 
s e le c t io n  of concep 
p ro cesses  and s k i l l
C Can apply inform­
a tio n  con cep ts, 
p ro cesses  or s k i l l s
Can apply in  a co­
ordinated way a 
range o f concepts, 
processes and s k i l l s
Can sy n th es ise  a 
range o f concepts  
p ro cesses  and s k i l l  
w ith  purpose and 
p r e c is io n
D Can dem onstrate• 
some lin k  between 
purpose and outcome
Can communicate the  
^outcome of learn in g
Can communicate the  
s tr u c tu r e , purpose 
outcome o f le a r n in
)
)
Can d escr ib e  the 
ta sk , the way i t  
was done and 
attem pt to  draw 
co n c lu sio n s
Can id e n tify  the Can eva lu ate
strengths and weak- a lte r n a t iv e  method- 
n esses of the methods o lo g ie s  a p p lica b le  
used in  the task  and th e  task  and draw 
draw conclusions from in fe re n c es  from con 
■ content
13
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10. MODERATION
10.1 Each in s t i tu t io n  i s  resp on sib le  fo r  th e in te r n a l
moderation of each module. This process w i l l  be known as
in tr a -c e n tr e  moderation.
10.2  Â Chief Examiner for the scheme w i l l  be appointed and
th e ir  r e s p o n s ib i l i t ie s  w i l l  be:
( i )  to  co-ord in ate  and monitor the work of the Examiners';
( i i )  to  check th at in tern a l monitoring has been undertaken in
accordance with agreed procedures;
( i i i )  to  ensure that the in tern a l moderation has been com pleted  
s a t i s f a c t o r i ly  in  accordance w ith  agreed procedures;
( iv )  to  ensure that appropriate step s have been taken to
stan d ard ise  the assessm ent o f the modules .
10.3 Module Examiners w il l  be appointed by the C hief Examiner 
from w ith in  the p a r tic ip a tin g  ce n tre s . They w i l l  be 
re sp o n sib le  for  the comparable standards o f assessm ent o f  
modules across a l l  p a r tic ip a tin g  cen tres. This process: w i l l  
be known as in te r -  centre moderation.
10.4 Each centre w i l l  appoint a Scheme C o-ordinator ' w ith  
r e s p o n s ib i l i ty  for  ensuring th a t w ithin  the cen tre:
( i )  Work has been s e t  and assessed  for each module according  
to  the assessm ent o b jec tiv es  fo r  the scheme;
( i i )  Management of in tra  -cen tre  moderation. This w i l l  
in v o lv e  teach ers of the same module w ith in  th e  cen tre  
comparing and con trastin g  examples of can d idates' a s se sse d  
work and w i l l  lead to  the production of a s in g le  v a l id  rank 
order based on candidates' raw scores;
( i i i )  A ll re levan t documentation i s  a v a ila b le  fo r  the in te r  
cen tre moderation
14
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11. AGGREGATION OF MODULE SCORES FOR GRADING PURPOSES
11.1 A ca n d id a te 's  performance on any module i s  a sse ssed  
according to  the f iv e  assessm ent o b je c t iv e s  l i s t e d  in  
.Section" 4 .o f  th is  Framework sy lla b u s , r e s u lt in g  in  a . 
score fo r  each assessm ent o b je c t iv e  on a s c a le  o f 0 -8 .
11 .2  Follow ing moderation, th e se  moderated sco res  are 
tabu lated  a lon gsid e eq u iv a len t sdores fo r  each o f the  
four other modules com prising the ca n d id a te 's  programme 
of study.
11.3  In order to  determine the can d id ate 's  o v e r a ll  l e v e l  of 
performance in  terms of a b i l i t i e s  dem onstrated w ith in
the programme of f iv e  modules, the fo llo w in g  procedure ^
i s  then adopted:- V
a) For each assessm ent o b je c t iv e  the o v e r a ll  score  
which i s  awarded i s  the h ig h est o f the f iv e  scores  
fo r  th a t o b jec tiv e  fo r  which ■ TWO oth er sco res  are 
g rea ter  than/equal to /w ith in  one p o in t o f th a t  
sco re .
b) The o v er a ll score fo r  each ‘assessm ent o b je c t iv e ,  
obtained by the a p p lica tio n  o f the above r u le s  o f  
co n sis ten cy , are then aggregated to  produce a t o t a l  
programme score w ith in  the range 0 -40 .
c) The grade to  be awarded i s  determined by re feren ce  
to  the fo llow in g  grade ta b le .
GRADE TABLE FOR CERTIFICATION
G.C.S.E. GRADE TOTAL PROGRAMME SCORE
A 35 -  40
B 3 0 - 3 4
C 2 5 - 2 9
D 20 -  24
E 1 5 - 1 9
F 1 0 - 1 4
G 5 - 9
U 0 - 4
15
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12. POINTS RELATED TO STUDENT ABSENCE AND NON-COMPLETION OF 
ASSESSMENT
12.1 Absence, for whatever reason, from THREE or more o f a 
ca n d id a te 's -  programme of f iv e  modules would d is q u a lify  
the candidate from c e r t i f ic a t io n .
I
12.2 Absence from ONE or TWO e n tir e  modules from a 
can d id ate 's  programme o f f iv e  modules would d is q u a li fy  
the candidate from c e r t i f ic a t io n ,  u n less a m edical (or 
eq u iva len t) c e r t i f i c a t e  i s  provided g iv in g  j u s t i f i a b l e  
reasons for absence. In such cases c e r t i f ic a t io n  would 
be in  accordance w ith the board's re g u la tio n s  fo r  
sp e c ia l  con sid era tion . .
12.3 F a ilu re  by a can d idate to  o ffe r  s u f f ic ie n t  ev idence  
for the assessm ent o f any component of a module would 
r e s u lt  in  a score o f zero being recorded fo r  each  
assessm ent o b je c tiv e  a sso c ia ted  with that component fo r  
the module.
16
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RECORD SHEETS
MODULE RECORD SHEET
NAME OF STUDENT 
MODULE TITLE
OBJECTIVES
MARKS FOR ASSESSMENT 
OBJECTIVES FOR THIS MODULE
A /8
B /8
C /8
D /8
E /8
TOTAL
MODULE COLLATION SHEET
; NAME OF STUDENT 
G.CiS.E. TITLE .
MODULE NO. AND 
TITLE
ASSESSMENT OBJECTIVES
A B C 0 E
TOTAL GCSE 
SCORE
AGGREGATED TOTAL FOR 
EACH ASSESSMENT OBJECTIVE
17
G.C.S.E GRADE 
FOR TITLE
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GCSE (MODE 3) PRE-VOCATIONAL STUDIES ( TECHNOLOGY-BASED )
INTRODUCTORY MODULE : INFORMATION HANDLING ( n on -assessed  )
GENERAL AIM, CONTENT AND NATURE OF THE MODULE
This module a llow s candidates to  develop an awareness o f  and 
p r a c tic a l s k i l l s  in  inform ation handling. Those s k i l l s  w i l l  
subsequently be applied  and assessed  in  s i tu a t io n s  o f  
in creasin g  com plexity through the sequence o f component 
modules. The purpose of the introductory module i s  to  ensure
th at a l l  cand idates develop adequate competence in  lo c a t in g ,  
r e tr ie v in g , managing and p resen tin g  inform ation.
The learn ing  a c t i v i t i e s  w i l l  focus on the use o f p r in t-b a sed  
sources o f inform ation and those sources based on New 
Technology. Candidates w i l l  gain  experience o f b a s ic  research  
methodology.
CONTENT
(a ) INFORMATION GATHERING : 
Inform ation from people : Use of telephone
Interview
Q uestionnaire
Reference Sources : D irec to r ie s
Tim etables
Maps
D ictio n a r ie s
Indexes
Newspapers e tc .
Databases
P re ste l
T e le tex t system s 
Times Network
(b) RECORDING AND PRESENTING INFORMATION:
Storing inform ation and data: Note taking from primary and.
secondary so u rces, 
organising and c la s s i f y in g
18
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Presenting information:
inform ation for  easy a c c e ss , 
creating a data base ( 
including appropriate
e lec tr o n ic  system s) ,  
Introduction to  p resen ta tio n  
s ty le s .
19
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GCSE (Mode 3) PRE-VOCATIONAL STUDIES (TECHNOLOGY-BASED)
MODULE 1 -  TECHNOLOGY IN SOCIETY
GENERAL AIM, CONTENT AND NATURE OF THE MODULE
This module a llow s candidates to  explore the d iv e r s i t y  of 
meaning inherent in  the term 'technology*. They w i l l  have 
the opportunity to  develop an awareness of th e  e f f e c t s  of 
technology on the q u a lity  of l i f e  and explore the r e la t io n s h ip  
between people and tech n o lo g ica l change. This w i l l  be carried  
out through the p r a c t ic a l in v e stig a tio n  of a te c h n o lo g ic a l  
s itu a t io n . The s itu a t io n  which would be in v e s t ig a te d  would 
depend on the in te r e s t  of the candidate, the focu s which the  
exam ination cen tre  w ishes to  p lace on the module, the  
e x p e r tise  and in te r e s ts  o f the s t a f f  in vo lved  and the  
resources a v a ila b le .
CONTENT
Impact of develop ing tech n o lo g ies  on the working environment: 
e .g .  computer co n tro lled  equipment for production  
computer aided design  
w ord-processing system s 
The e f f e c t s  o f tech n o lo g ica l change on p e o p le 's  working 
co n d itio n s .
The impact of technology in  dom estic, environm ental and s o c ia l  
co n tex ts .
The resources of m a ter ia ls , knowledge, s k i l l s  and equipment 
to  so lv e  problem s.
"Modelling" o f tech n o lo g ica l so lu tio n s to  id e n t i f ie d  problems.
20
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STATEMENT OF SPECIFIC LEARNING OUTCOMES
Candidates should be ab le to  demonstrate the a b i l i t y  to:
(A) RECOGNISE A PROBLEM AND RESPOND TO IT;
can id e n t ify  and understand problem(s) w ith in  a given  
s itu a t io n ,
can analyse the problem (s) and id e n t ify  th e fa cto rs  
in vo lved ,
can suggest p o ss ib le  ways of reso lv ing  the problem.
(B) LOCATE OR RECALL APPROPRIATE INFORMATION, CONCEPTS, 
PROCESSES AND SKILLS;
can lo c a te  and use inform ation to a s s i s t  in  the s e le c t io n  
of appropriate so lu t io n s ,
can conduct sim ple experiments to exp lore the f e a s ib i l i t y  
of p o ss ib le  so lu t io n s ,
can s e le c t  an appropriate way(s) o f re so lv in g  the 
prob lem (s).
(C) APPLY APPROPRIATE CONCEPTS, INFORMATION, PROCESSES AND 
SKILLS ;
can form ulate planning p rocesses,
-  can s e le c t  and use m ateria ls and equipment for the 
implementation af a so lu t io n ,
can con stru ct or assemble a product or system ,
(D) COMMUNICATE THE OUTCOMES OF THEIR LEARNING;
can keep an accurate and c lea r  record of the inform ation  
c o lle c te d  during the research and p o ss ib le  r e so lu tio n  of a 
given  problem,
can s e le c t  appropriate means of communication,
can communicate the outcome of learn in g  using the 
se le c te d  media.
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(E) EVALUATE AND REFLECT UPON THEIR LEARNING;
can d ev ise  and use c r it e r ia  to  a sse ss  the e f f e c t iv e n e s s  of 
the product/system ,
can c r i t i c a l l y  eva luate the so lu tio n  to  the problem,
can suggest m od ifica tion s to  the so lu t io n  to  meet any 
p o ss ib le  shortcom ings.
SCHEME OF ASSESSMENT
Assessment w i l l  in vo lve one component.
P r a c tic a l in v e s t ig a t io n  of a tech n o lo g ica l problem.
DIFFERENTIATION
D iffe r e n t ia t io n  w i l l  be by outcome. Students w i l l  be s e t  a 
common task  which w i l l  a llow  them to dem onstrate what they  
know, understand and can do by the ex ten t to  which th e ir  
responses meet the prescribed  c r i t e r ia .
SPECIFICATION GRID
The w eighting given . to  each assessm ent o b je c t iv e  in  each 
component o f the scheme of assessm ent i s  in d ica ted  by the
d is tr ib u t io n  of the  
s p e c if ic a t io n  g r id .
to ta l marks a v a ila b le in the fo llo w in g
O bjectives A B C D E T otal
P r a c tic a l I n v e s t i­
gation 8 8 8 8 8 40
Total 8 8 8 8 8 40
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CRITERIA FOR ASSESSMENT
The c r i t e r ia  for,awarding marks to  cand idates' work correspond 
to  the attainm ent d escr ip to rs l i s t e d  in  paragraph 6 .5 'o f th is  
subm ission. Teachers w i l l  award up to  8 raw marks for each 
o f the o b je c t iv e s  a ssessed  by each o f th e methods o f  
assessm ent employed. Every raw mark w il l  r e f l e c t  the le v e l of 
attainm ent demonstrated by the candidate in  r e la t io n  to  the  
c r ite r io n -re fe re n ce d  continium of attainm ent d escr ip to r s  for  
each assessm ent o b jec iv e , as s e t  out in  paragraph 6 .5 . These 
raw merks w i l l  be sca led  down to  reco g n ise  the w eighting  
attached  to  each assessm ent o b jec tiv e  in  th e s p e c if ic a t io n  
g r id , before aggregation to ob ta in  the f in a l  t o t a l  mark for  
the module.
SPECIMEN ASSESSMENT SHEET
The fo llo w in g  specimen assessm ent record sh ee t shows how 
tea ch ers' raw marks w i l l  be recorded fo r  each assessm ent 
component, sca led  down and aggregated to  reach a f in a l  to ta l  
mark for  the module.
Assessment O bjective A B C D E Total
PRACTICAL RAW MARK /8 /8 IB /8 /8
INVESTI­
GATION SCALE TO / / / / / /
FINAL TOTAL /40
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TECHNOLOGY IN SOCIETY
ASSESSED LEARNING ACTIVITY
Pupil Brief (1) As a part of a module in food studies you will be 
investigating potato crisps, including food values and methods of 
making crisps in school. Cutting the potatoes to make crisps is a 
problem. Produce ideas for a crisp cutter, one of which could be 
manufactured by an outside agency and could be used in school.
Pupil brief (2) Technology can often be used to improve the quality 
of life for disabled or elderly people. Make an investigation of a 
situation and identify problems which could be resolved by the use of 
technology. Design and make a solution to your identified problem.
ASSESSMENT TECHNIQUE(S)
2 DESIGN AND MAKE ACTIVITIES during the module involving planning, 
investigating, practical skills and a final evaluation
POSSIBLE STUDENT RESPONSE
Investigation of crisps. Use as food 
Packaging, advertising 
Making of crisps - Problem identified 
Design of Cutter
Evaluation of effectiveness of cutter
Aids for handicapped people
Investigating situation 
Formulating brief 
Planning
Costing. Production 
Evaluation
Bedridden people 
Wheelchair bound 
Arthritic 
Blind
24
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GCSE (Mode 3) PRE-VOCATIONAL STUDIES (TECHNOLOGY-BASED)
MODULE 2 -  COMMUNITY
GENERAL AIM, CONTENT AND NATURE OF THE MODULE
This module a llow s candidates to  develop an awareness of the 
community environment and an appreciation  of other p eo p les '
c u ltu r e s . Candidates w i l l  have the opportunity to  examine the
needs of p a rticu la r  groups in  the community, the resources and 
f a c i l i t i e s  e x is t in g  as a response to  those needs and the
p o te n t ia l con trib u tion  th a t ind ivduals can make to  the
improvement o f th e ir  lo c a l community.
Candidates w i l l  explore inform ation sources and presen t data  
using appropriate Inform ation Technology t o o ls ,  eg . 
v id eo tex  system s.
CONTENT
Composition of lo c a l community
Needs o f d if fe r e n t  groups: the e ld e r ly ,
mothers and tod d lers  
the v is u a lly  impaired 
teenagers e tc .  
C ontribution of groups to  community 
S tatutory and voluntary organ istion s  
F a c i l i t i e s  and Resources
25
STATEMENT OF SPECIFIC LEARNING OBJECTIVES
Candidates should be able to  demonstrate the a b i l i t y  to :
(A) RECOGNISE A PROBLEM AND RESPOND TO IT;
can id e n t i fy  an issu e  re levan t to the r e la t io n s h ip  between 
the in d iv id u a l and the community,
can plan a number of l in e s  of enquiry,
can determ ine appropriate methods for  seek ing inform ation  
r e la t in g  to  the se lec ted  is s u e .
(B) LOCATE OR RECALL APPROPRIATE INFORMATION, CONCEPTS, 
PROCESSES AND SKILLS;
can lo c a te  appropriate sources o f in form ation  on the  
s e le c te d  is s u e .
can s e le c t  re levan t inform ation for use in  th e  enquiry, 
can use T e le tex t eg. P re ste l to  obtain  in form ation .
(C) APPLY APPROPRIATE INFORMATION, CONCEPTS, PROCESSES AND 
SKILLS ;
can apply various research s k i l l s  to  th e  lo c a tio n  o f  
in form ation ,
can use the information se lec te d  to  an a lyse  the is su e  
se le c te d  for enquiry,
can apply appropriate concepts, processes and s k i l l s  to  
an a n a ly s is  of the information lo ca ted .
(D) COMMUNICATE THE OUTCOME OF THEIR LEARNING;
can keep a record of enquiries pursued,
can keep a record of inform ation located  eg . database,
can organ ise  m aterials in to  a coherent form,
can d escr ib e  to  others the nature of the enquiry ,
can p resen t an a lysis  and conclusions to  o th ers using an 
appropriate medium, eg. use of software graph ics pack.
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(E) EVALUATE AND REFLECT UPON THE OUTCOME OF THEIR LEARNING; 
can a sse ss  the outcome of the study,
can suggest p o ss ib le  so lu tio n s  to  is s u e s  ra ised  by the  
enquiry,
can a sse ss  the stren gth s and weaknesses o f th e  research  
methods used in  the enquiry,
can eva luate a lte r n a t iv e  methods of undertaking enquiry 
in to  the is s u e  s e le c te d .
SCHEME OF ASSESSMENT
Assessment w i l l  be based on a research p r o je c t . A b r ie f  
w il l  be designed c o lla b o r a tiv e ly  to  s u it  the in te r e s t  of the  
s tu d e n t(s ) , b u ild in g  on the preliminary s tu d ie s  undertaken in  
the module. A cceptable presen tation  could be in  the form of a 
report o u tlin in g  the area o f in v e s t ig a t io n , the research  
methods used and con clu sion s. Information can be presented in  
w ritten , num erical, o r a l, graphical e tc . form.
DIFFERENTIATION
D iffe r e n t ia tio n  w i l l  be achieved by outcome. The a c t iv ity  
w il l  allow  candidates to  demonstrate what they know, 
understand and can do by the extent to  which th e ir  responses 
meet the prescribed  c r i t e r ia .
j
SPECIFICATION GRID
The w eighting given  to  each assessment o b je c t iv e  in  each 
component of the scheme of assessment i s  in d ica ted  by the  
d is tr ib u t io n  o f the to ta l  marks ava ila b le  in  th e  fo llow in g  
sp e c if ic a t io n  g r id .
O bjectives A ' B C D E TOTAL
Research p ro ject 8 8 8 8 8 40
Total 8 8 8 8 8 40
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CRITERIA FOR ASSESSMENT
The c r it e r ia  for awarding marks to  candidates' work correspond 
to  the attainm ent d e s tr ip to r s  described in  paragraph 6 .5  o f  
th is  subm ission. Teachers w i l l  award up to  8 raw marks for  
each of the o b je c t iv e s  a ssessed  by each o f th e  methods o f  
assessm ent employed. Every raw mark w il l  r e f l e c t  the le v e l  of 
attainm ent demomstrated by the candidate in  r e la t io n  to  the  
cr iter io n -re fe ren ce d  continium  of attainm ent d e sc r ip to r s  for  
each assessm ent o b je c t iv e , as s e t  out in paragraph 6 .5 . These 
raw marks w i l l  be sca led  down to recogn ise th e w eighting  
attached to  each assessm ent o b jec tiv e  in  the s p e c if ic a t io n  
g r id , before aggregation  to  obtain  the f in a l  t o t a l  mark for  
the module.
SPECIMEN ASSESSMENT SHEET
The fo llow in g  specimen assessm ent record sh ee t shows how 
teachers* raw marks w i l l  be recorded fo r  each assessm ent
component, sca led  down 
mark for the module.
and aggregated to reach th e  f in a l  to ta l
Assessment O bjective A B C D E TOTAL
RESEARCH RAW MARK 
PROJECT
/8 /8  /8 /8 /8
SCALE TO / /  / / /  /
FINAL TOTAL /40
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COMMUNITY
ASSESSED LEARNING ACTIVITY
The Sports Council is holding a squash tournament for 11-18 year olds
in Kingston. Investigate the squash facilities available in the _
locality and design a register providing details of their location and 
features. Use "the new technologies* to present your register of 
information.
ASSESSMENT TECHNIQUE(S)
- Research Assignment
POSSIBLE STUDENT RESPONSE
Respond to Task
Locate Source of Information
Apply Appropriate Resources to Design Register
Collect Accurate Information
Produce Map 
Disk
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GCSE (Mode 3) PRE-VOCATIONAL STUDIES (TECHNOLOGY-BASED)
MODULE 3 MINI ENTERPRISE
GENERAL AIM, CONTENT AND NATURE OF THE MODULE
During the study o f th is  module, candidates may choose to  
e s ta b lish  a mini-company w ith agreed posts of r e s p o n s ib i l i t y ,  
in s t ig a te  market research in  order to  decide on a commodity, 
arrange f in a n ce , organ ise a d v ertis in g , m arketing and 
d is tr ib u t io n  and then produce the product.
The product w i l l  ob v iou sly  depend upon demand and 
circum stances and may c o n s is t  of o ffer in g  a range o f foods 
for s a le  in  the s t a f f  room, providing healthy snacks for the  
school tuck shop or provid ing refreshm ents fo r  a sch o o l even t.
Although the m in i-en terp r ise  w i l l  be run as a group p r o je c t ,  
candidates w i l l  be a ssessed  on th e ir  in d iv id u a l co n tr ib u tio n  
to  the o v e r a ll en ter p r ise .
CONTENT
Marketing
O rganisation
Cost/Overhead s / Prof i t s
Production
Portion Control
Q uality Control
Presentation /P ackaging
D istr ib u tio n
R eta ilin g
A dvertising
- use o f spread sh eets
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STATEMENT OF SPECIFIC LEARNING OUTCOMES
Candidates should be able to  demonstrate the a b i l i t y  to :
( A ) RECOGNISE A PROBLEM AND RESPOND TO IT;
-  can id e n t ify  and sp ec ify  the fa cto rs  involved in  p lanning, 
carrying out and eva luatin g  a m in i-en terp r ise ,
-  can form ulate appropriate questions for market research ,
-  can plan a lo g ic a l  procedure for com pleting the p ro ject  
which i s  co n s is te n t with the fa cto rs id e n t i f ie d  and the  
resources a v a ila b le .
( B ) LOCATE OR RECALL APPROPRIATE INFORMATION, CONCEPTS, 
PROCESSES AND SKILLS;
-  can conduct sim ple market research to  t e s t  v ia b i l i t y  of 
proposed product,
-  can find  out how to  s e t  up company and organ ise fin a n ce ,
-  can make e f f e c t iv e  en q u ir ies by personal in terv iew , 
te lep h on e, l e t t e r ,
can use spread sheet to  ca lcu la te  t o t a l  expenditure, 
required p r o f it  margin, u n it co st of product.
( C ) APPLY APPROPRIATE CONCEPTS, INFORMATION, PROCESSES AND 
SKILLS ;
-  can con trib u te to  planning in  one of the fo llo w in g  areas,
i .  a d v ertis in g  campaign 
i i .  s to ra g e , r e t a i l  and d is tr ib u tio n  of product 
i i i .  production system to  include q u a lity  and p ortion  con tro l 
iv .  finan ce -  organ ising , winding up company and s e t t l in g  
accounts
can work e f f e c t iv e ly ,  in d iv id u a lly  and w ith others on 
agreed ta sk s to  f a c i l i t a t e  the running of the e n te r p r ise .
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( D ) COMMUNICATE THE OUTCOMES OF THEIR LEARNING;
- can keep a system atic  record of the inform ation c o lle c te d  
during the planning, carrying out and ev a lu a tio n  of the
, m in i-e n trp r ise ,
-  can communicate the process and outcomes of the  
m in i-en terp r ise  using an appropriate s e le c t io n  of o r a l,  
w ritten , graphic and s t a t i s t i c a l  forms.
( E ) EVALUATE AND REFLECT UPON THEIR LEARNING;
- can c r i t i c a l l y  evaluate the outcomes of the m in i-en terp r ise
in  r e la t io n  to  i t s  s p e c if ic  o b je c t iv e s ,
- can suggest so lu tio n s  to problems encountered, or id e n t ify
a lte r n a t iv e  courses of action  for future v en tu res.
SCHEME OF ASSESSMENT
Assessment w i l l  in vo lve two components.
A case study report of the m in i-en terp r ise  o u tlin in g  the  
can d id ate 's  in d iv id ual con trib ution  to  the o v e r a ll  
planning, carrying out and ev a lu a tio n  of the  
m in i-en terp r ise . As a guide the report should be up to  1000 
words, together with any ch arts, graphs or other support 
m a teria l.
A c t iv i t ie s  undertaken by the candidate during th e  planning, 
carrying out and evaluation  of the m in i-e n ter p r ise .
DIFFERENTIATION
D iffe r e n t ia t io n  w i l l  be achieved by outcome. The 
m in i-en terp r ise  a c t iv ity  w i l l  allow  candidates to  demonstrate 
what they know, understand and can do by the ex ten t to  which 
th e ir  responses meet the-prescribed  c r i t e r ia .
SPECIFICATION GRID
The w eighting given to  each assessm ent o b je c t iv e  in  each 
component o f the scheme is  in d icated  by the d is tr ib u t io n  o f  
the t o ta l  marks a v a ila b le  in  the fo llow ing s p e c if ic a t io n  g r id .
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Obj e c t iv e s A B C D E Total
Case study report 4 2 2 6 8 22
Course work a c t iv i t i e s 4 6 6 2 . 0 18
T otal 40
CRITERIA FOR ASSESSMENT
The c r i t e r ia  for awarding marks to  candidates work correspond 
to  the attainm ent d escrip tors l is t e d  in  paragraph 6 .5  of th is  
subm ission. Teachers w i l l  award up to  e ig h t raw marks for each 
of th e  o b je c tiv e s  assessed  by each of the methods of 
assessm ent employed. Every raw mark w il l  r e f l e c t  the le v e l  of 
attainm ent demonstrated by the candidate in  r e la t io n  to  the 
c r ite r io n  referenced continium of attainm ent d escr ip to r s  for  
each assessm ent o b je c tiv e , as s e t  out in  paragraph 6 .5 . These 
raw marks w i l l  be scaled  down to  recogn ise  th e  w eighting  
attached  to  each assessm ent o b jectiv e  in  th e  s p e c if ic a t io n  
g r id , before aggregation to  obtain the f in a l  t o t a l  mark for  
the module.
SPECIMEN ASSESSMENT RECORD SHEET
The fo llo w in g  specimen assessm ent record sh eet  
teach ers raw marks w i l l  be recorded fo r  each
shows how 
assessm ent
component, sca led  down 
mark for  the module.
and aggregated to reach the f in a l  to ta l
Assessment Obj e c tiv e A B C D E TOTAL
CASE STUDY RAW MARK /8 /8 /8 /8 IB
SCALE TO /4 /2 /2 /6 IB 122
COURSE WORK 
ACTIVITIES
RAW MARK 
SCALE TO
/8
/4
/8
/6
/8
/6
/8
12
IB
10 /18
FINAL TOTAL /40
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MINI-ENTERPRISE
ASSESSED LEARNING ACTIVITY
Staff in your school are dissatisfied with present arrangements for
eating at lunch time - Investigate the possibilities of providing
packed lunches. Produce and market some sample lunches and evaluate 
your s u c c e s s . _________________________________________________
ASSESSMENT TECHNIQUE(S)
Planning, investigative techniques; practical and design skills 
production and interpretation of questionnaire. Final evaluation 
report.
POSSIBLE STUDENT RESPONSE
Responding to problem. Survey and market research
Doing questionnaire and interviewing of staff
Using spread sheets and word processors etc for 
calculating
costs - purchase of raw material - looking at option 
("What ir')
Practical experience of making lunches
Planning work schedules for production and selling 
Sales records. Short report of enterprises
Evaluation in form of a report to directors of the 
company giving forecasts for future expansion of 
the,company. Graphics
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GCSE (Mode 3) PRE-VOCATIONAL STUDIES (TECHNOLOGY-BASED)
MODULE 4 COMMUNICATION AND MEDIA
GENERAL AIM, CONTENT AND NATURE OF THE MODULE
This module a llow s candidates to  examine the importance of 
communication in  a v a r ie ty  o f forms and to  exp lore the way 
ch oices are made regarding the use of media for p articu lar  
purposes in  the re a l world. Candidates w i l l  have the 
opportunity to  examine and gain experience o f  methods of 
production, the lim ita tio n s  and advantages o f p a rticu la r  
modern communication media, includ ing those a ffe c te d  by new 
technology eg . e le c tr o n ic  m ail. The com plexity of the
re la tio n sh ip  between 'tran sm itter ' and 'r e c e iv e r ' in  any 
communication 'event* w i l l  be introduced and exp lored .
CONTENT
Range of communication "media" and th e ir  u ses:
ora l p resen ta tion  
prin t-b ased  media 
radio
te le v is io n  
■ v isu a l communication
New tech n o lo g ies  and communication:
e le c tr o n ic  m ailing  
e le c tr o n ic  news gathering  
closed  c ir c u it  t e le v is io n  e tc .
Structure and use o f communication systems in  organ isa tion s
Responses and needs of d if fe r e n t  audiences.
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STATEMENT OF SPECIFIC LEARNING OUTCOMES
Candidates should be ab le to  dem onstrate the a b i l i t y  to :
( A ) RECOGNISE A PROBLEM AND RESPOND TO IT;
can id e n t ify  the p o te n t ia l range o f communication media 
a v a ila b le  to  communicate a m essage,
can id e n t ify  the co n stra in ts  a f fe c t in g  the ch o ice  o f media,
can form ulate a plan to  communicate in form ation  to  a g iven  
audience to  meet a p a rticu la r  need,
( B ) LOCATE OR RECALL APPROPRIATE INFORMATION, CONCEPTS, 
PROCESSES AND SKILLS;
can sp e c ify  reasons for the ch o ice  o f media adpoted to  meet 
a p a r ticu la r  need,
can in v e s t ig a te  how d if fe r e n t  people respond to  a range o f  
communication media,
can in v e s t ig a te  the im p lica tio n s  o f  a p a r t ic u la r  
communication system based on new tech n ology , e g . e le c tr o n ic  
m ail,
( C ) APPLY APPROPRIATE CONCEPTS, INFORMATION, PROCESSES AND 
SKILLS ;
can co n tr ib u te  to planning group assignm ent( s ) to  f u l f i l l  a 
s p e c if ie d  communication b r ie f ,
can work in d iv id u a lly  and w ith  others on agreed ta sk s  to  
com plete/carry out the group assignm ent(s ) ,
( D ) COMMUNICATE THE OUTCOMES OF THEIR LEARNING;
can keep a‘ record of en q u ir ies pursued,
can m aintain a system atic record o f  the in form ation  
c o l le c te d  during the planning, carrying out and ev a lu a tio n  o f  
the group assign m en t(s),
( E ) EVALUATE AND REFLECT UPON THEIR LEARNING;
can id e n t ify  the strengths ond weaknesses o f th e ir
chosen communication a c t iv i t y .
can propose m od ifica tion s, improvements or ad ap tation s to  
th e ir  p articu lar  communication task or re la ted  ta sk s .
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SCHEME OF ASSESSMENT
Assessment w i l l  in volve one component.
A Communication Production, e .g . '  n e w s le tte r , newsdesk 
s im u la tio n , v id e o , radio broadcast, ta p e /s l id e  p resen ta tio n  
e t c .  The d e ta ile d  s p e c if ic a t io n  for th is  production w i l l  be 
d efin ed  to  s u i t  the i n i t i a l  focu s of s tu d ie s  undertaken in  the  
module. The form of the production w i l l  be based on research  
undertaken by candidates in to  p o te n tia l audience responses to  
d if fe r e n t  s t y le s  and means of communication.
DIFFERENTIATION
D if fe r e n t ia t io n  w i l l  be achieved by outcome in  th e course  
assigm nents. Candidates o f a l l  a b i l i t i e s  w i l l  begin  from a 
common s ta r t in g  point and have r e s p o n s i i l i t y  fo r  the p lanning, 
execu tion  and eva lu ation  of th e ir  work. This en ab les a l l  
candidates to  show achievement in  r e la t io n  to  each assessm ent 
o b je c t iv e . The more able candidates because o f the q u a lity  o f  
th e ir  i n i t i a l  a n a ly s is , th e ir  s e le c t io n  and a p p lic a t io n  of 
re lev a n t in form ation , th e ir  use o f a range o f in v e s t ig a t iv e  
procedures and the e f fe c t iv e n e s s  of th e ir  ev a lu a tio n .
SPECIFICATION GRID
The w eigh ting  given to  each assessm ent o b je c t iv e  in  each 
component of the scheme i s  in d ica ted  by the d is tr ib u t io n  of
the t o t a l  marks a v a ila b le  in the fo llow in g s p e c if ic a t io n g r id .
Obj e c t iv e s A B C D E Total
Communication
Production- 8 8 8 8 8 40
T otal 8 8 8 8 8 40
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CRITERIA FOR ASSESSMENT
The c r i t e r ia  for  awarding marks to  candidates work correspond  
to  the attainm ent d esc r ip to r s  l i s t e d  in  paragraph 6 .5  of th is  
subm ission. Teachers w i l l  award up to  e ig h t raw marks fo r  each 
o f th e o b je c t iv e s  a sse sse d  by each o f the methods o f  
assessm ent employed. Every raw mark w i l l  r e f l e c t  the le v e l  o f  
attainm ent demonstrated by the candidate in  r e la t io n  to  the  
c r it e r io n  referenced  continium  o f attainm ent d e sc r ip to r s  fo r  
each assessm ent o b je c t iv e , as s e t  out in  paragraph 6 .5 . These 
raw marks w i l l  be sca led  down to  recogn ise  th e  w eigh ting  
attached  to  each assessm ent o b je c t iv e  in  the s p e c i f ic a t io n  
g r id , b efore aggregation  to  obtain  the f in a l  t o t a l  mark for  
the module.
SPECIMEN ASSESSMENT RECORD SHEET
The fo llo w in g  specimen assessm ent record sh ee t shows how 
teach ers raw marks w i l l  be recorded fo r  each assessm ent  
component, sca led  down and aggregated to  reach the f in a l  t o t a l  
mark fo r  the module.
Assessment O bjective A B C D E TOTAL
COMMUNIC­ RAW MARK /8 /8 /8 /8 /8
ATION
PRODUCTION SCALE TO / / / / / /
FINAL TOTAL /40
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COMMUNICATION AND MEDIA
ASSESSED LEARNING ACTIVITY
The audience for an early morning news and chat show has dropped_____
dramatically over the last 6 months. You have been given the task of 
improving the image and audience ratings to the programme____________
ASSESSMENT TECHNIQUE
Communication Production i.e. video broadcast
POSSIBLE STUDENT RESPONSE
J
1. Identification of problem areas in relation to task.
2. Identify and locate information. TTNS-cross 
school links.
3. Contribution to planning, scheduling, content, 
use of graphics, set design, use of oral 
communication.
4. Keeping a detailed record of individual enquiry.
A B C
B C D
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GCSE (Mode 3) PRE-VOCATIONAL STUDIES (TECHNOLOGY BASED)
MODULE 5 DESIGN AND SOCIETY
GENERAL AIM, CONTENT AND NATURE OF THE MODULE
This module w i l l  seek to  develop in  candidates an a p p rec ia tio n  
of the co n tr ib u tio n  th a t good design  can make to  the q u a lity  
of l i f e  through an examination of the in flu en ce  o f  d esign  on 
the consumer or user of designed a r te fa c t s ,  products or 
system s. The need for design  awareness in  th ose r e sp o n sib le  
for the production of such a r te fa c t s ,  products or system s w i l l  
be in troduced . The learn ing  a c t iv i t i e s  w i l l  encourage 
experim entation  and innovation  through the in v e n tiv e  use o f  
m a teria ls  and techniques in  d esig n . Candidates w i l l  exp lore  
the co n tr ib u tio n  th a t appropriate a ids to  graphic d esig n  based  
on new tech n o logy , such as 'AMX Mouse' , can make to  th e d esign  
p ro cess . Candidates w i l l  be encouraged to  examine a s i tu a t io n  
and from i t  id e n t ify  a problem which might be reso lv ed  by the  
design  of a s u ita b le  product or system. The focu s o f the  
s itu a t io n  could  vary according to  the in t e r e s t s  o f  the  
candidate or the focus which the examination cen tre  w ishes  
to  p lace on the module.
CONTENT
The id e n t i f ic a t io n  of a design  b r ie f  or problem from a given  
s itu a t io n .
Design and the consumer.
Methods o f communicating design  th ink ing.
The c o n str a in ts  on the d esign er , e .g .  p r a c t ic a l ,  econom ic, 
a e s th e t ic .
The resou rces a v a ila b le  for the so lu tio n  to  d esig n  problems 
e .g .  th ose of m a ter ia ls , s k i l l s ,  knowledge and equipment.
The p resen ta tio n  of so lu tio n s  by graphical and other means, 
in clu d in g  the use of models and con stru ction  o f a r t e f a c t s .
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ySTATEMENT OF SPECIFIC LEARNING OUTCOMES
Candidates should be ab le to  demonstrate the a b i l i t y  to :
( A ) RECOGNISE A PROBLEM AND RESPOND TO IT;
- can id e n t ify  a design  need in  a given s itu a t io n ,
-  can form ulate a design  b r ie f  in  response to  the d esign  need,
- can produce a number of a lte r n a t iv e  so lu tio n s  to  meet the  
d esign  b r ie f .
( B ) LOCATE OR RECALL APPROPRIATE INFORMATION, CONCEPTS, 
PROCESSES AND SKILLS;
- can lo c a te  and s e le c t  appropriate inform ation from a v a r ie ty  
of sou rces,
-  can conduct sim ple experim ents to  explore the f e a s a b i l i t y  
of p o ss ib le  design  so lu t io n s ,
-  can s e le c t  the most appropriate design so lu t io n  and d ev ise  a 
s tra teg y  fo r  im plem entation.
( C ) APPLY APPROPRIATE CONCEPTS, INFORMATION, PROCESSES AND 
SKILLS ;
- can produce an a r te fa c t , product or system as a so lu t io n  to  
the id e n t i f ie d  need, using appropriate tech n iq u es.
( D ) COMMUNICATE THE OUTCOMES OF THEIR LEARNING;
- can m aintain a record of the inform ation c o l le c te d  as a 
response to  th e ir  design  b r ie f ,
-  can produce a f o l i o  demonstrating the form ative th in k ing  
lead in g  to  the. re so lu tio n  o f the design problem.
( E ) EVALUATE AND REFLECT UPON THEIR LEARNING:
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-  can id e n t ify  c r i t e r ia  to  a s se s s  f e a s a b i l i t y  o f th e ir  design  
s o lu t io n ,
-  can match th e ir  design  so lu t io n  ag a in st the chosen c r i t e r ia  
and draw co n c lu s io n s ,
-  can su ggest p o ss ib le  m od ifica tion s to  accommodate p r a c t ic a l ,  
a e s th e t ic  and environm ental co n sid era tio n s .
SCHEME OF ASSESSMENT
Assessment w i l l  in vo lve  one component: 
-  a 'D esign and Make' research  p ro ject
DIFFERENTIATION
D if fe r e n t ia t io n  w i l l  be achieved by outcome. The
'D esign and Make' research  p ro ject w i l l  a llow  can d id ates to  
dem onstrate what they know, understand and can do by the  
ex ten t to  which th e ir  responses meet the proscribed  c r i t e r ia .
SPECIFICATION GRID
The w eigh ting  given  to  each assessm ent o b je c t iv e  in  each 
component o f  the scheme i s  in d ica ted  by the d is tr ib u t io n  o f
the t o t a l  marks a v a ila b le in  the fo llow in g s p e c if ic a t io n g r id .
O b jectives A B C D E T otal
Design and Make -
research  p ro jec t 8 8 8 8 8 40
Total . 8 8 8 8 8 40
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CRITERIA FOR ASSESSMENT
The c r it e r ia  for  awarding marks to  candidates work correspond  
to  the attainm ent d escrip tors l i s t e d  in  paragraph 6 .5  o f th is  
subm ission. Teachers w i l l  award up to  e ig h t raw marks for  each 
o f the o b je c t iv e s  assessed  by each o f the methods o f  
assessm ent employed. Every raw mark w il l  r e f l e c t  the le v e l  of 
attainm ent demonstrated by the candidate in  r e la t io n  to  the  
c r ite r io n -r e fe r e n c e d  continium of attainm ent d e sc r ip to r s  for  
each assessm ent o b je c t iv e , as s e t  out in  paragraph 6 . 5 .  These 
raw marks w i l l  be sca led  down to  recogn ise the w eighting  
attached  to  each assessm ent o b jec tiv e  in  the s p e c if ic a t io n  
g r id , b efore aggregation to  obtain  the f in a l  t o t a l  mark for  
the module.
SPECIMEN ASSESSMENT RECORD SHEET
The fo llo w in g  specimen assessm ent record sh ee t shows how 
teach ers raw marks w i l l  be recorded fo r  each assessm ent 
component, sca led  down and aggregated to reach the f in a l  t o t a l  
mark fo r  the module.
Assessment O bjective A B C D E TOTAL
DESIGN AND 
MAKE
RAW MARK /8 /8 /8 /8 /8
RESEARCH
PROJECT
SCALE TO / / / / / /
FINAL TOTAL /40
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DESIGN AND SOCIETY
ASSESSED LEARNING ACTIVITY
Pupil Brief. The school has been informed that there is" a problem for 
wheel-chair bound people in having access to shops and public 
buildings in the local shopping centre. Make an investigation of the 
problem and design and produce and aid to make access easier.
ASSESSMENT TECHNIQUE(S)
Design and make research project
POSSIBLE STUDENT RESPONSE
A) Visits to community areas - libraries etc;
Visits to manufacturers - Town hall, planning department 
Questionnaires/visits to disabled groups
B) Collating questionnaires/results of visits (computers) 
Designing 2-D to meet needs
(Paper - CAD)
C) Use of paper/card/balance/metal etc to produce models 
of designs etc
D) Keeping a daily log book. Assembling portfolio
E) Completion of evaluation sheets. Display for visiting 
evaluator (industry medical agencies)
PRE-VOCATIONAL STUDIES (TECHNOLOGY-BASED) GCSE 
SEG 5705
IMCl
MODULE RECORD SHEET
NAME OF CANDIDATE.
CANDIDATE NUMBER. 
MODULE TITLE______
School Name Centre Number
OBJECTIVES
MARKS FOR ASSESSMENT 
OBJECTIVES FOR THIS MODULE
A /8
B /8
C /8
D /8
E /8
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MATERIAL REDACTED AT REQUEST OF UNIVERSITY
A P P E N D I X  1 5
FURTHER TABLES OF ANALYSIS FROM THE STJHATTHIAS HIGH
SCHOOL QUESTIONNAIRES
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The Purposes of the analyses in 4.2.13: an explanation
The tables in Appendix 14 are based on data derived from the questionnaires in terms of 
combination of subjects taken and Preparatory Modules undertaken. The specific purposes of 
each group of tables is explained further below but the general purpose of this section is to 
attempt to see if there is any correlation between mainstream course opted for, combinations of 
subjects opted for (at A Level thought not at GCSE where the differing patterns of combination 
are so specific and varied as to make any overall comparative analysis impossible), gender of 
student. Preparatory Modules opted for (in terms of interest area) and degree of ‘customer 
satisfaction’. The sample of students was reduced slightly because som e of the students failed to 
submit sufficient information concerning their option choices. The A Level sample, for instance 
was reduced to 47 students from an original figure of 51.
In the absence of any one question requesting an overall statement from the student on level of 
satisfaction or dissatisfaction with the course, 1 felt it important to derive categories expressing 
some statement of satisfaction/ dissatisfaction based on positive and negative responses given 
to selected questions on the questionnaire. Whilst acknowledging that a  degree of arbitrariness 
must accompany selection of any question at the expense of another, and certainly the use of 
percentage figures must, there is a  strong argument that the following use of data gives a good 
general guide to overall student response to the course. It appears to encapsulate the main 
qualities that the School was looking for in using the Diploma as an ‘entitlement programme’.
The categories identified were done so in terms of the percentage positive or negative 
responses in the following areas (questionnaire references in the accompanying brackets);
1. Contribution to programme:
Insight into choice of career. (1.1)
Insight into the world of work. (1.2)
Opportunities to work in different ways from other course programmes (1.3)
Development of personal and social skills (1.4)
Recording of achievement (1.6)
Self presentation at interview and in the outside world (1.8)
Clearer perspective of next stage of career path (1.10)
Development of study skills (1.11)
2. Perceived value:
Work Experience (2.4)
Recording achievement (2.5)
Action planning and target setting (2.6)
Discussion of progress (2.8)
Self-assessm ent (2.9)
Greater breadth of experience than if restricted to ‘mainstream’ programme (2.10) 
Consideration of career choice and relevant related skills (2.11) 
work beyond the classroom (2.12)
Opportunity to have greater breadth of skills accredited than if restricted to ‘m ainstream’ 
programmé (2.13) ‘
Help with organising study (2.15)
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The purposes of the analyses In 4.2.13 (cont’d)
3 . Perceived  ‘in te re s t and  h e lp fu ln ess ' ( re s p o n se s  to  e ith e r 
“f . i t ’s been very interesting and tie ipfu i to m e ”, o r 
“2. sometimes it  has been vaiuabie” .
Careers knowledge (6.1)
Work experience (6.2)
Personal project work (6.4)
Group work (6.5)
Work outside school (6.6)
Chance to develop new skills (6.7) '
Learning about different things from main courses (6.8)
Development of personal and social qualities (6.9)
Discussing progress and setting targets (6.10)
Recording a wide range of achievements (6.11)
Recording extra-curricular achievement (6.12)
In a sense, because there was substantial overlap in these areas in terms of potential 
response, the three areas chosen served to provide some reinforcement and consistency to / 
student approach.
The categories then decided upon were as follows:
C atego ry  (a): “Largely d issa tis fied  with th e  Diploma p rogram m e”
Here the criteria were that the individual student response was a  score of 20 per cent or 
less in each area in terms of positive response (areas 1,2) or no score of 7 or 2  in area 3; 
or a score in area 3 which did not include any 1 ’s or 2’s. In practice, the second criterion 
did not exist.
In Category (a) there were 22 students out of a  total sample of 89 ( approx. 25 p.c.)
For individual analysis of the individual course backgrounds of those students, please refer 
to the appropriate tables below.
C ategory  (b): “Well sa tis fied  with th e  Diploma p rog ram m e”
Here the criteria were a 60 per cent or more student score in terms of positive response ( 
(areas 1,2) or 1's and 2 ’s in area 3.
In Category (b) there were 12 students out of a total sample of 89 (approx. 13.5 p.c.)
For individual analysis of the individual course backgrounds of those students, please refer 
to the appropriate tables below.
C atego ry  (c): “G enerally  sa tisfied  with th e  Diploma p rog ram m e”
Here the criteria was a 60 per cent or more student score in any two of those areas.
In Category (c) there were 12 students out of a total sample of 89 (approx. 13.5 p.c.)
For individual analysis of the individual course backgrounds of those students, please refer 
to the appropriate tables below.
The remainder of the student sample were not put in a category. Their responses varied 
but were generally consistent across the three areas. In just over 55 p.c. of the areas there 
was a positive or ‘1 or 2’ response to 50 per cent of the questions or more. 15 students from 
this remaining group of 43 students (approx. 35 p.c.) scored more than 50 p.c. or more in 
two of the three categories. In the case of only four students was there a  deviation of more 
than 25 p.c. between responses to the three categories.
The purposes of the analyses in 4.2.13 (cont’d)
In the sample of student selected, the following Preparatory Modules were offered (overall 
student numbers and gender in accompanying brackets):
(M= male; F= female)
A dvertis ing  (1M;4F)
^B eauty Care (IF)
Care o f the Disabled (2F)
Care of the Elderly  (1F)
C hildcare  (8F)
Ciericai Services  (3F)
Community and Behavioural Studies (2F)
Community Publish ing  (IF)
Computer A ided Engineering  (1M)
Computer G raphics/ CAD (2M)
Computer Programming  (14M, 2F)
Conservation  (3M, 4F)
Customer Service  (4F)
Databases  (5M, 4F)
Design Processes (3M, 2F)
Desk Top Publishing  (12M, 3F)
D isp lay  (2F)
Electrical and E lectronic Engineering  (1M)
Electron ics  (1M, IF)
Engineering Processes (1M, 2F)
Enterprise S kiiis  (5M, 7F)
Energy Conservation  (IF)
Farm Livestock  (2F)
Film and Video Production  (5M, 2F)
First A id  (1M, 13F)
F ioris try  (2F)
Geography o f Tourism  (2F)
Graphic Design (5M, 2F)
Hairdressing Services  (IF)
Health Services (IF)
Health Studies  (2M, 7F)
Human Development (1F)
liiu s tra tion  (1M)
Integrated Science  (2F)
Langs, fo r Work (French) (5M)
Langs, fo r Work (Italian) (2M, 5F)
M afer/a/s Technology  (2F)
Maths fo r Science and Technology (3M, 2F)
M icroelectronic Systems (1M)
Music Production and Presentation (2F)
Newspaper and Magazine Production  (2M, 2F)
N utrition  (IF)
Performing Arts  (1F)
Photography  (3M, 2F)
Physical Science  (1M, 1F)
Popular Catering  (1F)
Preparation for Continuing and Higher Education (7M, 6F)
Preparation for Nursing  (3F)
4 4 3
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Preparation for Teaching (7F)
Printing (1M)
Printmaking (2M)
Reception Duties (1F)
Small Animal Care (2F)
Sports Management (1M, IF)
Spreadsheets (7M.1F)
Technical Graphics (1M)
Three Dimensional Design (1M)
Travel Agency Services (2F).
Typewriting (3M, 7F)
Visual Presentation (IF)
Water and Gamekeeping (1M)
Wordprocessing (12M, 13F)
Within this sample of 89 students, 63 separate modules are represented. Sixty two of those 
modules were from the City and Guilds central ‘modular bank’ and one was a ‘home grown’ 
module, Small Animal Care , that received central Board approval. From the remainder 
of the student returns, it is clear that the school offered a further ‘home grown’ module. 
Laboratory Skiiis , which was popular with a  number of A Level Science students. Indeed 
those returns reveal that the School offered, either through its home based provision, or 
through ‘link’ programmes with Tinwater College and Sheepshead at least 72 modules.
Others were Engineering Drawing, Food Science, Horse Care, Languages for 
Work (Spanish), Motor Vehicle Engineering, Science of Fitness, Sports 
Leadership and S tagecraft.
Quite how those modules were accredited is a moot point. Clearly a  significant number were 
delivered in discrete form either through a timetabled Thursday afternoon provided for that 
purpose or through tutorial time or through the link programmes or through work experience. 
The quality of delivery was more problematic when students sought to have modules 
accredited on the basis of the skills they had demonstrated in their other, mainstream, 
courses. This application of a matrix of dual accreditation was one of the strong selling points 
for the Diploma both at the School and as a national model. Dual accreditation undoubtedly 
works well where there is clear ‘overlap’ such as the demonstration of ‘enterprise skills’ 
through NVQ Business courses or Languages for Work within Modern Foreign Language 
course provision or design based skills through A Level Art and Design provision. It leaves 
much to be desired when students present ‘academic subject’ teachers with Preparatory 
Module skills lists which they claim they have demonstrated within the learning contexts of 
their mainstream subjects. The subject teachers were much less au fait with those criteria 
than members of the Diploma ‘team ’ and the contexts for demonstrating those skills were 
often neither fully understood by students or staff alike. The Coordinator, in her interview, 
strongly hinted at these difficulties and the cynicism that a rush to accredit five Preparatory 
Modules for certification could engender in both students and staff who were not at the centre 
of Diploma development.
What is readily apparent is that there was a breadth of module provision rather than any 
depth of student numbers in most. Of the 63 modules in the sample, there were 268 module 
participants from the 89 students (117 male; 151 female) giving an average of just over 3 
modules per student. Of those modules, by far the most popular were Wordprocessing 
(25 students) (over a quarter of the sample); Computer Programming (16 students);
Desk Top Publishing (15 students) ;F/rsf A/d (13 students). Preparation for 
Continuing and Higher Education (13 students) and Enferpr/se SAcd/s (12 students). 
On the other hand there are 20 modules in the sample with only one student member (nearly 
32 p.c. of the total) and 36 with two or less (over 57 p.c. of the total)._________________ _____
The purpose of the analyses in 4.2.13 (cont’d)
The relationship is also striking between gender of students and the kinds of vocational areas 
that have generally been regarded as ‘male’ and ‘female’ areas. To take one example, an 
analysis of the Preparatory Modules that were clustered under the ‘Providing Heaith, 
Social Care and Protective Services’ category, traditionally a female area, reveals a 
total of 14 female members and 2 males. On the other hand, in the modules clustered under 
the ‘Engineering’ heading, there were 17 males and 7 females, most of the latter being 
concentrated in the more generic modules relating to Integrated Science, Physical 
Science and Mathematics for Science and Technology. These trends were also 
mirrored in other categories as we shall se e  below.
A significant number of modules were either totally male or female dominated. Eleven were 
exclusively a male preserve and 28, exclusively female. In the light of what has been said 
above, this might seem  a logical outcome; but it is harder to see why, for instance, 
Illustration, Languages for Work (French) and Printing remained male preserves 
while Community Publishing, Energy Conservation and Printmaking were 
exclusively female. And why were no male students interested in Preparation for 
Teaching I
Purposes of the individual groups of tables:
Analysis of student Preparatory Module choice in terms of response to course 
and by gender
(1) To investigate possible correlation between choice of particular Preparatory Modules 
and student degree of satisfaction with the Diploma programme.
(2) To investigate potential correlation between the variables in (1) and student gender.
Combinations of A levels with Preparatory Modules opted for
(1 ) To investigate the response of A Level students in terms of area of general course 
interest and the degree and breadth of their Preparatory Module choice.
(2) To relate that choice to the degree of satisfaction expressed about the Diploma.
(3) To relate the variables in (2) to the gender of the students concerned.
Whilst it would be valuable to investigate the interrelationship of other course choices and 
the Preparatory Modules, the complexity of doing so precludes any distinct patterns being 
drawn because of the variety of combinations of subject areas possible. It would also seem , 
from student responses on the questionnaire and at interview, that more questions were 
raised about the validity and value of offering a Diploma framework to those studying on 
‘academic’ courses. Undoubtedly, there seem ed more of a ‘culture shock’ possibly because 
teaching and learning approaches were significantly different in some cases.
The groupings designated are to some extent arbitrary but they represent som e distinct 
spheres of interest indicated by students in their choice of at least two of their A Level 
subjects. In all students in the sample opted for the following (student numbers in brackets);
Accounts (1) Economics (5) German (1)
Art (7) English (15) History (7)
Biology (8) Food and Nutrition (1) Maths (15)
Business Studies (13) French (9) Music (4)
Chemistry (8) Further Maths (3) Physics (11)
Classical Civilisation (3) Geography (9) Sociology (6)
Design and Technology (4) Geology (1) Textiles (1)
Theatre Studies (2) Total subiects : 22
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The p u rp o se s  of a n a ly se s  in 4.2.13 (co n t’d)
The groupings designated are not mutually exclusive and some students will have been 
included in two groupings e.g. a  student doing Maths and Physics with Design Technology will 
be included under both the ‘Maths/ Physics' and ‘Design and Technology’ headings. Such 
overlap is unavoidable and does not invalid the overall process.
Careful perusal appears to show that there was a connection perceived by students between 
Business Studies and Geography or Languages, for instance, or between Technology and 
Physics, and some less obvious combinations have been included. Design and Technology 
and Languages were identified as separate grouping partly because student cited them as their 
first’ A Level choice. On the other hand, when no clear linkage existed between subject choice, 
no attempt has been made to draw out a  separate category of response e.g. Art and Design 
accompanied as wide range of options but it was by no means clear whether it was a  first choice 
that students perceived logically linked to their other options or whether it remained a  ‘fourth A 
Lever which they deemed involved interest without heavy written commitment.
The groupings should reflect how different categories of students approach learning and 
problem solving and thus how they approach a  programme like the Diploma. It would be overly 
crude to draw axiomatic links between spheres of subject interest and approaches to thinking as - 
some psychologists have suggested one might e.g. Gregorc. However, It does appear that 
‘pure’ mathematicians have a tendency to think in more of a  ‘concrete and sequential’ fashion 
than, say. artists and performers who tend to adopt a  more ‘abstract and random’ approach.
Relationship of student satisfaction to Preparatory Modules covered
(1) To investigate whether there is a  correlation between degrees of student satisfaction and
individual Preparatory Modules opted for.
(2) To investigate whether there is a further variable, in terms of the course programme that 
the students opted for.
(3) To seek further possible correlation with the gender of the student.
(4) To investigate the relationship between student levels of satisfaction with the Diploma and 
their main course options and to see  the correlations with earlier responses under 3.1,
3.2, 3.6 and so on.
alysis of student Preparatory Module choice
8 analysis undoubtedly involves some double counting of students as Preparatory Modules they 
;ed for often fell Into two or more vocational areas. This does not invalidate the thrust of the 
cussion here which is more concerned to measure student response to particular vocational areas 
:erms of interest and perceived valued, gauged in terms of the three categories, (a), (b) and (c), 
itlined above) which are designed to give some broad indication of ‘consumer satisfaction’.
ave decided to further tabulate the main findings from the tables outlined above in order to give 
iater precision to the analysis;
/oca tiona l
Area
A Level NVQ3 GCSE NVQ2
a b 0 a b 0 a b 0 a b 0
M F M F M F M F M F M F M F M F M F M F M F M F
1 Animals, 
plants, land
2
(2]
1
(1) d: (5)
2 1
► Natural 
resources
3
(5)
2
(5)
1
(1) (3)
1
1 Constructing
(3)
1
(3)
1
(2)
) Engineering 3
(12
1
)(5:
2 1
(1)
2
(5) (1)
) Manufacturing
(3:
1
(3)
1
(2)
) Goods/ serves/ 
Transport
1
(4:
2
(9)
1 1 1
(2) (2:
2
(5)
1
(4)
1
) Health and 
Social Care [2)
3
(7)
2 1 1
(1)
4
(12 )
2 1
(6)
2 1
) Business 
Services (
4
22)
3
[14
3 4 3 2
(3)
3
(9) (4)
1 1
(1) (6)
1 1
)Communication 
and Entertn’g
4
;2i
4
){U
3
i)
3 1 2
(3)
2
(8)
1
(3)
1
(1) (4]
1 1
eneric 4
18
5
(12
4
)
2 3 2
(4)
1 1
(7)
4
;i3;
1 2 1
(1: (8)
1 2 1
o te : figures in brackets in 
each vocational area
first CO 
sample
umns indicate to tal numbers of male and fema e students in
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A Level NVQ3 GCSE NVQ2
category (a)
Percentage
count
(highest)
(generic 12.5) 
Comm/ Ent (11.5)
Bus Svcs. (3.0) 
Comm/Ent (3.0) 
(generic 3.0)
(generic 7.0) 
H.S.Care (5.5) 
Bus Svcs (4.0) 
Comm/ Ent (4.0)
(lowest) Constrcg (1.5) 
Manufcg (1.5)
Gds/ Svcs/Tpt 
H.S.Care
Engin’g (3.0)
Gds/ Svcs/Tpt (3.0)
incidence
(highest)
H.S. Care 
(generic)
H.S.Care 
Bus Svcs 
Comm/Ent
Engin’g
H.S.Care
(lowest) Constrcg
Manufcg
Cads/ Svcs/Tpt 
(generic)
Bus Svcs. 
(generic)
category (b)
Percentage
count
(highest)
(generic 12.0) 
Bus Svcs. (9.0) 
Comm/ Ent (9.0)
(generic 9.5) 
A.P.L. (6.5) 
H.S.Care (6.5) 
Bus Svcs. (6.5)
(generic 9.5) 
H.S.Care (6.0)
(lowest) A.P.L (0.0)
Gds/ Svcs/Tpt (0.0)
(as above, 6.5) Bus Svcs (3.0) { 
Comm/ Ent (3.0)
Incidence
(highest)
H.S.Care
Manfcg
A.P.L
H.S.Care
(generic)
H.S.Care
(lowest) A.P.L
Gds/Svcs/Tpt
(generic) 
Bus Svcs.
Bus Svcs. 
Comm/ Ent
category (c)
Percentage
(highest)
Bus Svcs (22.0) 
(generic 15.5)
Gds/ Svcs/Tpt (1.5) A.P.L (3.0)
Nat Rscs (3.0) 
H.S.Care (3.0) 
Comm/ Ent (3.0) 
(generic 3.0)
Gds/ Svc/T pt (3.0) 
H.S. Care (3.0) 
Bus. Svcs (3.0) 
Comm/ Ent (3.0) 
(generic 3.0)
(lowest) A.P.L (0.0)
Nat Rscs (0.0) 
Constrcg (0.0) 
Manufcg (0.0)
(as above 3.0) (as above 3.0)
\
\
Incidence
(highest)
Incidence
(lowest)
Bus Svcs
Gds/Svcs/ Tpt
APL
Nat Rsc
Constrcg
Manufcg
Gds/Svcs/Tpt A.P.L 
H.S.Care 
(generic) 
Bus Svcs.
Gds/ Svcs/Tpt 
Comm/ Ent 
(generic)
Bus Svcs.
categories (b)-Kc)
P ercen tage
(highest)
(lowest)
Bus Svcs (15.5) 
(generic 13.8)
A.P.L. (0.0)
Nat Rscs. (1.5) 
Constrcg (1.5) 
Manufcg (1.5)
Gds/Svcs/Tpt (1.5) (generic 6.0)
APL (4.5) ’ 
H.S.Care (4.5)
Nat Rscs (1.5) 
Gds/Svcs/Tpt (1.5) 
Comm/ Ent (1.5)
(generic 6.0) 
‘H.S.Care (4.5)
Bus. Svcs (3.0) 
Comm/Ent (3.0) 
Gds/ Svcs/Tpt (1.5 
(as above 3.0)
(cont’d)
A Level N V Q 3 G CSE NVQ2
catego ries (b) + (c)
(c o n t’d)
Inc idence  (h ig h est) HS Care HS care HS Care
‘ Bus Svcs Nat Rscs (generic)
(generic)
Incidence (low est) APL Comm/Ent Gds/Svcs/
Tpt
Gds/Svcs/T pt Gds/Svcs/T pt Bus Svcs
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RELATIONSHIP OF STUDENT SATISFACTION TO PREPARATORY MODULES
COVERED
CATEGORY (a) students: “largely dissatisfied with the Diploma programme”
A Level
Male
ital:
( 1 )
(2 )
(3)
(4)
(5)
English, Maths, Physics,
Typewriting
Maths, Theatre Studies
Computer Programming; Preparation for C/H Education;
Art, Biology, Geography, Geology (GCSE)
Conservation; Newspaper and Mag. Production; Photography; Printing; 
Printmaking;
French, Maths, Further Maths, Physics
Computer Programming; Langs, for Work (French); Langs, for Work (Italian); 
Maths for Science and Technology; Wordprocessing 
Business Studies, Technology 
Computer Programming; Desk Top Publishing;
Sample Total (AL): 47
(Males): 24
Percentage: (Total): 10.5 p.c. approx
(Males): 21 p.c. approx.
Female (1 ) Biology, Chemistry, French
Langs, for Work (Italian);
(2) Biology, Chemistry, Physics, RSA Typing 
Health Studies;
(3) Geography, Maths, Physics
Childcare; Materials Technology; Maths for Science and Technology; 
Physical Science; Preparation for C/H Education; Wordprocessing.
(4) Biology; Geography; GCSE ‘Mature’ English; GCSE Geology 
(no recorded modules)
(5 ) Classical Civilisation; Geography; Music.
Music Production and Presentation;
(6) Biology; English; Music; GCSE Mature Maths
(7)
(8)
Preparation for Nursing; Preparation for Teaching;
Biology; Chemistry; Physics;
Langs, for Work (Italian);
Business Studies; Economics; Maths; RSA Wordprocessing (1 and 2) 
Conservation;
Total: 8 Sample Total (AL): 47 Percentage: (Total): 17 p.c. approx.
(Females): 23 (Females): 35 p.c. approx. 
Overall percentage in category: 27.5 p.c. approx
GCSE -subject combinations various
Male (1)
(2)
(3)
Computer Programming;
Computer Programming; Desk Top Publishing; 
Enterprise Skills;
Total: 3 Sample Total (GCSE): 27 Percentage: 
(Males): 12
(Total): 11 p.c. approx. 
(Males): 25 p.c.
RELATIONSHIP OF STUDENT SATISFACTION TO PREPARATORY MODULES
COVERED
ATEGORY (a) students:
iCSE (cont’d) 
emale:
btal:
IVQ 3
‘largely dissatisfied with the Diploma programme”
(cont’d)
-subject combinations various
(1 ) Beauty Care; Childcare; First Aid; Hairdressing Services; Human 
Development;
(2 ) Health Studies; Popular Catering; Print Making;
(3 ) Childcare; First Aid; Health Studies; Preparation for Nursing;
(4 ) Community and Behavioural Studies; First Aid;
Sample Total (GCSE): 27 Percentage: (Total): 11 p.c. approx.
(Females): 12 (Females): 25 p.c.
Overall percentage in category: 26 p.c. approx.
Business
411 female):
‘otal:
(1 ) Graphic Design; Wordprocessing
(2 ) Health Services; Enterprise Skills; Nutrition; Wordprocessing
Sample Total (NVQ3): 5 Overall percentage in category: 40 p.c.
IVQ 2 Business
Aale: None. Sample Total (NVQ2): 10 Percentage (Total/ Male): Op.c.
(Males): 2
bmale: None Sample Total (NVQ2): 10 Percentage (Total/ Female): Op.c.
(Females): 8
)verall percentage in category: Op.c.
4 b
RELATIONSHIP OF STUDENT SATISFACTION TO PREPARATORY MODULES
COVERED
CATEGORY (b) students: “well satisfied with the Diploma programme”
A Level
Male: (1 ) Business Studies. Economics
Health Studies;
(2) Biology, Economics, Geography 
Preparation for C/H Education; Wordprocessing;
(3) Art and Design, Design and Technology, GCSE Design Centred 
Studies (Photography)
Design Processes; First Aid; Preparation for C/H Education; Three 
Dimensional Design; Wordprocessing.
(4) Chemistry, Maths, Physics
Computer Programming; Engineering Processes; Maths for Science and 
Technology; Physical Science; Wordprocessing.
ital: 4 Sample Total (AL): 47 Percentage: (Total): 8.5 p.c. approx.
(Males): 24 (Males): 16.5 p.c. approx.
Female: None
Total: 0 Sample Total (AL): 47 Percentage: (Total): 0 p.c.
(Females): 23 (Females): 0 p.c. 
Overall percentage in category: 8.5 p.c. approx.
GCSE -subject combinations various
Male: (1) Enterprise Skills;
Total: 1 Sample Total (GCSE): 27 Percentage: (Total): 3.5 p.c. approx.
(Males): 12 (Males): 8 p.c. approx. ,
Female: (1) Health Studies;
(2) Enterprise Skills;
(3) Energy Conservation;
(4) Care of the Disabled; Care of the Elderly; Childcare; Community and 
Behavioural Studies; Preparation for Nursing;
Total: 4 Sample Total (GCSE): 27 Percentage: (Total): 15 p.c. approx.
(Females): 15 Percentage: (Females): 26.5 p.c. approx. 
Overall percentage in category: 18.5 p.c. approx.
RELATIONSHIP OF STUDENT SATISFACTION TO PREPARATORY MODULES
COVERED
\TEGORY (b) students: “well satisfied with the Diploma programme” (cont’d)
(/Q3 Business
ill female): None. Sample Total (NVQ3): 5
Overall percentage in category: 0
VQ2
ale:
Dtal:
Business
( 1 ) Databases; Enterprise Skills; Film and Video Production; 
Spreadsheets; Wordprocessing;
Sample Total (NVQ2): 10 Percentage:(Total): lOp.c.
(Males): 2 (Males): 50 p.c.
amale
otal:
(1 ) Health Studies;
(2 ) First Aid; Preparation for Teaching;
Sample Total (NVQ2): 10 Percentage: (Total): 20 p.c.
(Females): 8 Percentage: (Females): 25 p.c.
Overall percentage In category: 30 p.c.
4S3
RELATIONSHIP OF STUDENT SATISFACTION TO PREPARATORY MODULES
COVERED
CATEGORY (c) students: “generally satisfied with the Diploma programme’
A Level
Male:
Total:
(1 ) Geography, Theatre Studies, GOSE French 
Typewriting;
(2) Business Studies, Maths, GOSE Technical Communication 
Computer Programming; Desk Top Publishing;
(3 ) Business Studies, Sociology
Databases; Enterprise Skills; Spreadsheets; Wordprocessing
(4 ) Business Studies, Mathematics, French 
Langs for Work (French); Wordprocessing;
Sample Total (AL): 47
(Males): 24
Percentage: (Total): 8.5 p.c. approx.
Percentage: (Males): 16.5 p.c. approx.
T
Female
Total:
(1 ) Food and Nutrition, Sociology, GCSE Mature Maths.
Enterprise Skills;
(2 ) Business Studies, English, GCSE Travel and Tourism 
Desk Top Publishing; First Aid;
(3 ) English, Geography, Sociology 
Customer Service; Typewriting;
Sample Total (AL): 47 Percentage: (Total): 6.5 p.c. approx.
(Females): 23 (Females): 13 p.c. approx.
Overall percentage In category: 15 p.c.
GCSE
Male:
Total:
- subject combinations various
( 1 ) Graphic Design;
(2 ) Graphic Design;
Sample Total (GCSE):27 
(Males): 12
Percentage: (Total): 7.5 p.c. approx.
Percentage: (Males): 16.5 p.c. approx.
Female: 
Total: 1
(1 ) Conservation; Farm Livestock; First Aid; Floristry; Small Animal Care;
Sample Total (GCSE):27 Percentage: (Total): 4 p.c. approx.
(Females):15 (Females): 6.5 p.c. approx.
Overall percentage In category: 15 p.c. approx.
RELATIONSHIP OF STUDENT SATISFACTION TO PREPARATORY MODULES
COVERED
ATEGORY (c) students: “generally satisfied with the Diploma programme”
(cont’d)
VQ 3 Business
VII female): (1 ) Preparation for C/H Education; Preparation for Teaching.
otal: 1 Sample Total (NV03): 5 
Overall percentage In category: 20 p.c.
VQ 2 Business
lale: None. Sample Total (NVQ2): 10 Percentage: (Total/ Males): 0 p.c. 
Sample Total (Males): 2
emale: (1 ) Clerical Services; Databases; Health Studies; Reception Duties; 
Typewriting; Wordprocessing.
otal: 1 Sample Total (NV02): 10 Percentage: (Total): 10 p.c.
(Females): 8 Percentage: (Females): 12.5 p.c. 
Overall percentage In category: 10 p.c.
Combinations of A Levels with Preparatory Modules opted for
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& French (M) V V V V
2. w. Geog. (F) (a) V V V V V
3. w. Further Maths 
& Art (M) V V
4. w. Further Maths 
& French (M) (a) V V V V
5. w. Further Maths 
& Ghem. (M) (b) V V V V V
6. w. Chemistry (M) V V V V
7. w. Chemistry (F) V V V V
8. w. English (M) (a) V
9. w. Technology (F)
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V V V V
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1. Biology, Chemistry w. 
French (F)(a) V 1
2. Biology, Chemistry, Physics 
(F)(a) V 1
3. Biology, Chemistry, Physics (F) (a) V 1
4. Chemistry, Maths, Physics w. 
French (M) V V V V V 5
5. Chemistry, Maths, Further Maths, 
Physics (M) V V V V V 5
6. Chemistry, Maths, Physics (M) (b) V V V V V 5
7. Chemistry, Maths, Physics (F) V V V 3
Total 1 2 11 1 11 1 4 3 1 1 1 2 21
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1. Design Technology w. Art, 
Physics (Ml_____________ V V V V V
2. Design Technology w. Art (M) (b) V V V V
3. Design Technology w. 
Business Studies. (F) (a) V V
4. Design Technology w. Maths, 
Physics (F) V V V
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1. Business Studies, Economies (M) (b) V 1
•2. Business Studies, Economies, Maths {(F) (a) V 1
3. Business Studies, Geography w. French (F) V -
•4. Business Studies, Geography w. French ((F) V V V V V c
5. Business Studies, Sociology (M) V V V V
6. Economies. Geoqraphv w. Bioloqy (M) (b) V V t
Total: 1 1 1 1 1 1 2 1 1 1 3 1
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1. English, Classe! 
Civilisation (R V V V V V 5
2. Eng, Hist., w. Art (R V V V V V 5
3. English, History w. 
Biology (R V V V V V 5
4. English, History 
Classai Civn.(M)(c) (n 3 re cor j o any Pre pai ato yh lod jle^ ita (en 1
5. English, History 
w. Music fM) V V V 3
6. English, History 
w. Sociology (R V V 2
T o t a l : 1 1 1 1 1 2 2 1 1 1 1 2 2 1 2 20
LANGUAGES
S tu d e n ts
1. French (M) V 1
2. French w. Bus Stds 
_ GeoaraohyfF) V 1
3. French w. Bus Stds 
-----Geooraphv fF^ V
-
V V V y 5
4. French w. Bus Stds 
Maths (M) (c) V V 2
Total; 1 ‘ 1 2 2 1 2 9
2.13 ANALYSIS OF STUDENT PREPARATORY MODULE CHOICE
BY RESPONSE TO COURSE OVERALL AND BY GENDER.
1. TENDING ANIMALS, 
PLANTS AND LAND
A LEVEL NVQ3 GCSE NVQ2
Conservation 2M(2a) 
IF  (la) -
1M
3F (1c) -
Environment and Conserv’n IF  (1b)
Farm Livestock • 2F (1b)
Floristry 2F(1b)
Small Animal Care (*) 2F (1b)
Water and Gamekeeping 1M (1a)
Total: 2M (2a) 
IF  (la)
1M
5F (2b 
+1c)
Note: Farm Livestock, Floristry and Small Animal Care delivered on Kingston 
Maurward 'link'. Small Animal Care was a locally devised Prep. Module.
2. EXTRACTING AND 
PROVIDING NATURAL 
RESOURCES
A LEVEL NVQ3 GCSE NVQ2
Computer Aided Engln'ring 1M
Conservation (see above)
Engineering Processes 1M(1b)
2F
Integrated Science 2F
Maths for Science/ Techngy 3M (la, 1b) 
2F (la)
Physical Science 1M(1b) 
IF  (la)
Total: 5M (3a, 1b) 
5F (2a)
1M
3F (1c)
Totals refer to the numbers of students in the particular Preparatory Module cluster and not the 
number of modules. When students were doing two or three modules each, they were still 
counted as one student within the given cluster.
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BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
3. CONSTRUCTING A LEVEL NVQ3 GCSE NVQ2
Computer Graphics/ CAD 1M 1M
Design Processes 2M (1b) 
2F
1M
Materials Technology 2F (la)
Technical Graphics 1M
Three Dimensional Design 1M(1b)
Total: 2M (1b) 
3F (la)
2M
5. MANUFACTURING A LEVEL NVQ3 GCSE NVQ2
Computer Aided Engln’ring {sei 1 2 above)
Computer Graphics/ CAD (S€ e 3 above)
Design Processes (se î 3 above)
Electrcl/ Electnc Engin’g (se B 4 above)
Electronics (se 4 above)
Materials Technology (S( ie 4 above)
Microelectronic Systems (s îe 4 above)
Three Dimensional Design (s ie 4 above)
Total: 3M (1b) 
3F (la)
2M
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2 . 1 3  ANALYSIS OP STUDENT PR EPA RA TO RY  MODULE CHOICE
BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
4. ENGINEERING A LEVEL NVQ3 GCSE NVQ2
Computer Aided Engin’ring (see 2 above)
Computer Graphics/ CAD (see 3 above)
Computer Programming 10M 
(3a, 1b, 1c)
IF 4M(2a) IF
Design Processes (see 3 above)
Electrl/ Electnc Engin’g 1M
Electronics IF 1M
Engineering Processes (see 2 above)
Integrated Science (see 2 above)
Materials Technology 2F(1a)
Maths for Science/ Techngy (see 2 above)
Microelectronic Systems 1M *
Physical Science (see 2 above)
Technical Graphics (see 3 above)
Three Dimensional Design (see 3 above)
Total: 12M
(3a, 2b, 1c) 
5F (la)
IF 5M (2a) IF
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BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
6 . PRO DUCING  G O O D S  
AND SERVICES/ 
T R A N SPO R T IN G
A LEVEL NVQ3 GCSE NVQ2
B ea u ty  C are IF  (la)
C lerica l S e r v ic e s 3F (1c)
C u sto m e r  S e r v ic e 2F (1C) IF IF
D is p la y 2F
F loristry (see 1 ab o v e)
G eo g ra p h y  o f T ou rism IF IF
L an gs for  W ork (F rench) 3M 
(la , 1c)
2M
L an gs for  W ork (Italian) 2M (la) 
5F (2a) -■
N u trition IF  (la)
P o p u la r  C a ter in g IF  (la)
R e c e p t io n  D u tie s 1F(1c)
Travel A g e n c y  S e r v ic e s IF IF
T ota l: 4M (la , 1c) 
9F (2a, 1c)
2F(1a) 2M
5F (2a, 1c)
4P (1C)
0-63
-.2.13 ANALYSIS OF STUDENT PREPARATORY MODULE CHOICE
BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
7. PROVIDING HEALTH, 
SOCIAL CARE AND 
PROTECTIVE SERVICES
A LEVEL NVQ3 GCSE NVQ2
Care of the Disabled IF IF  (1b)
Care of the Elderly IF  (1b)
Childcare 2F (1a) 5F (2a, 1b) IF
Clerical Services { see 6 above)
Community and Behavioural 
Studies
2F (la. 1b)
First Aid 1M(1b) 
4F (10)
7F (2a, 1c) 2F (1b)
Health Services IF  (la)
Health Studies IM (1b) 
IF  (la)
1M 
5F (2a, 1b)
2F(1b,1c)
Human Development IF  (1b)
Nutrition IF  (la)
Preparation for Nursing IF  (la) 2F (la, 1b)
Total: 2M (2b) 
7F (3a, Ic)
IF  (la) 1M
12F (4a, 
2b, Ic)
6F
(2b, ic)
>.2.13 ANALYSIS OF STUDENT PREPARATORY MODULE CHOICE
BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
8. PROVIDING BUSINESS 
SERVICES
A LEVEL NVQ3 GCSE NVQ2
C lerical S e rv ic e s (s ee  6 above]
C om puter A ided E ng in ’ring (s ee  2 above]
C om puter G ra p h ic s / CAD >ee 3 above]
C om puter P rog ram m ing (s ee  4 above]
D a ta b a s e s 3M (Ic) 
IF
IF 1M 1M(1b) 
2F (1C)
Desk Top P ub lish ing 8M (la .lc ) 
1F(1c)
IF 4M (la) 
IF
E n te rp rise  S k ills 2M (Ic) 
1F(1c)
2F (la) 2M (la , 1b) 
IF  (1b)
1M(1b)
3F
L angs for W ork (French) (s ee  6 above
L angs fo r W ork (Italian) (See  6 above;
..................  1
R ecep tion  D uties (See  6 above
1
S p re a d s h e e ts 4M (Ic) 2M 1M(1b)
IF
T ypew riting 2M (la, Ic) 
2F (ic)
1M
IF
4F (ic)
W o rd p ro c e s s in g 9M 
(,1a,3b. 2c) 
5F (2a)
2F (2a) 2M
2F
1M(1b) 
4F (Ic)
T o ta l: 22M 
(4a, 3b, 4c) 
14F 
(3a, 3c)
3F (2a) 9M 
(3a, 1b) 
4F (1b)
1M(1b) 
6F (ic)
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BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
9. COMMUNICATION AND 
ENTERTAINING
\  LEVEL NVQ3 GCSE NVQ2
Advertising 1M 4F
Community Publishing 1F
Computer Graphics/ CAD (S( ie 3 above)
Computer Programming (S( ie 4 above)
Design Processes (S( se 3 above)
Desk Top Publishing (S( se 8 above)
Display (S( se 6 above)
Film and Video Production 4M 2F 1M(1b)
Graphic Design IM 2F 3M (2c)
Illustration 1M
Langs for Work (French) (Î ee 6 above]
Langs for Work (Italian) (s ee 6 above
Music Production and 
Presentation.
2F (la)
Newspaper and Magazine 
Production
2M(1a) 2F
Performing Arts 1F
Photography 1M(1a) 1F 2M
IF
Printing 1M(1a)
Printmaking 1M(1a) IF  (la)
Technical Graphics (S( se 3 above)
Three Dimensional Design {Si se 3 above)
Visual Presentation 1F • •
Wordprocessing (se e 8 above)
Total: 21M 
(4a, 3b, 3c) 
15F 
(4a, ic)-'
3F(2a) 8M 
(2a Ic) 
3F 
(la)
IM
(lb)
4F
(1c)
3.2.13 ANALYSIS OF STUDENT PREPARATORY MODULE CHOICE
BY RESPONSE TO COURSE OVERALL AND BY GENDER, (cont’d)
GENERIC A LEVEL NVQ3 GCSE NVQ2
Conservation (s<e  1 above)
Customer Service (se B 6 above)
Databases (« e 8 above)
Enterprise Skills (se B 8 above)
First Aid (sec 7 above)
Health Studies (se B 7 above)
Langs for Work (French) (se B 6 above)
Langs for Work (Italian) (se B 6 above)
Preparation for Continuing 
and Higher Education
5M (la,2b) 
4F (la)
1F(1c) 2M
IF
1F(1b)-Preparation for Teaching 4F (la) 1F(1c) IF  (la)
Spreadsheets (sce 8 above)
Wordprocessing (se B 8 above)
Total: 18M 
(4a,4b, 2c) 
19F 
(5a, 3c)
4F 
(2a,ic)
7M
(1a. 1b) 
13F 
(4a.2b.1c)
1M (1b)
8F 
(2b,Ic)
4^7
A P P E N D I X  1 6
INTERVIEWS WITH STJMATTHIAS HIGH SCHOOL STUDENTS ABOUT
THE DIPLOMA
Interview 1 : a group of nine students (main courses in brackets):
Anne Blunt (A Level) Mark Smith (GCSE)
Roger Mountbatten (A Level) Abigail Holmes (A Level)
Emlly^Jo Inskip (A Level) Constance Prudey (GCSE)
John Davis (A Level) George Graham (GCSE)
Hamish Hargreaves (GCSE)
Despite the best efforts of the interviewer here, this session had a limited value. It 
tended to be dominated by three or four of the students with often silent assen t from 
the others. The following is a  synopsis of what was said.
1. Why do you think that the Diploma was included In your Sixth 
form programme?
There was a  general consensus in the group that they did not know the reason for 
its conclusion and would have preferred it not to have been. The students were 
unhappy that it been described as an option prior to the Sixth form and had then 
been given to them as a  compulsory element in their programme. They felt that it 
should have remained optional.
2. Why were you opposed to the notion of doing the Diploma?
There were a variety of answers. Roger thought that it took time from A Level and 
GCSE study whereas Abigail denied that she spent any time on it Emily-Jo 
thought that neither teachers nor students really knew what the course was about.
3. Do you think that the sort of things you did on the Diploma could 
have been done elsewhere on your course?
There was agreement that the work experience element of the course was valuable 
but some debate about the relevance of the remainder. Some like Constance 
found the Exploratory and Preparatory Modules valuable in researching careers 
but the others considered there to be a great deal of tedious paperwork. Mark 
questioned the value of repeating work experience after three weeks in the fifth 
year.
4. How did you find out about the Diploma?
Most of the group had first heard about the Diploma in a Year 11 assem bly when it 
was described as  another course option. It was described as a  course that both 
employers and higher education would value but there were some doubts 
expressed about this by the group. Why would employers or universities validate 
what for many students amounted to further confirmation on paper of what they 
were already being accredited for in their mainstream subjects?
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The group did not realise that the course was compulsory until the September of 
Year 12 when they appeared to be given a cursory introduction to it without any 
clear notion of the overall structure. It was all very vague. Roger talked of taking 
the Introductory Module and at the end of it., having the Exploratory Module foisted 
upon them and at the conclusion of the Exploratory, finding out about the 
Preparatory Modules and so on. It became obvious across a  number of questions 
that the criteria had not been explained to the students in any coherent fashion. 
(However, not all students appeared to feel it was quite so ad hoc even If all felt it 
was poorly organised.)
The Induction Programme appears to have consisted of a  little more than an hour’s 
information giving. Students would have valued some opportunity for discussion, 
probably in tutorial groups, of what would be involved instead of, in the words of 
Emily-Jo, being in "a great big hall full of people where people are afraid to ask 
questions".
Students would have welcomed a fuller induction course for the Sixth form as 
whole a s  well as a  specific one aimed at the Diploma. They felt that there would 
have been some benefit from trying out the sorts of activities they might encounter 
in their programme so that they could discuss some of the implications for how they 
approached their study. Instead they “got a massive folder with lots of things that 
were completely useless” according to Constance.
It transpired that much of this information consisted of things such a s  approaches to 
writing C.V.s and George and Mark talked of these being “slapped on the table and 
us being asked to put them in our folders.”
Some members of the group said that they had barely used any of the information. 
One cynically remarked that it appeared to be something to justify the Diploma to 
their parents and to convince them that there would be more of such information to 
come.
5. So what else was there of value in the Diploma apart from work 
experience?
Some, like Abigail, felt that if there had been a wider choice of modules to access 
on a Thursday afternoon in ‘Diploma time’ that the programme might have been of 
more interest and value.
It was agreed that some of the Preparatory Modules, but not many, were valuable. 
Wordprocessing was cited as a valuable module. George found Basic Photography 
to be valuable too.
There was some cynicism expressed by the group about validating Preparatory 
Modules out of what they were studying on their mainstream courses. Some 
students said that there was little more to do to get them accredited than having 
subject teachers tick the Preparatory Module list to validate their achievement. 
Emily-Jo felt that she could have gained accreditation in most of her Preparatory
Modules from her experiences lower down in the school had she been allowed to 
do so.
Students had been informed that the Diploma would recognise and record the 
kinds of personal qualities that students had demonstrated that were valued by 
admissions tutors on UCAS forms in addition to formal academic qualifications. 
Some students, like Sarah-Jane, strongly denied that the Diploma could give an 
insight into a person's character in that respect. Students could talk about a range 
of things that they had done in addition to the exams they were taking without 
having to go through the tedious paperwork of the Diploma. For som e members of 
the group, achieving modular accreditation had represented a flurry of writing over 
two days to produce the necessary evidence. It had not been based on 
demonstration of interpersonal and social skills; rather a rush to tick competences.
The group generally did not feel that the Record of Achievement aspect of the 
programme had been highlighted. Most had not used it as a focus for discussion in 
their ‘one to one’ dialogues with students; only been informed that if they did not 
complete the full course requirements in terms of modules, that they would still be 
eligible for a  Record of Achievement. The nearest approach to recording 
achievement that some members of the group remarked upon w as the production 
of their curricula vitae.
6. What about the value of one-to-one dialogue with your tutors?
There was considerable discussion about the frequency of ‘one to one’ sessions 
which obviously varied from tutorial group to tutorial group. Some students appear 
never to have taken up the option of such a  session, five out of the nine claiming 
they had never had a ‘one to one’; and for others the opportunity appears to have 
tailed off after the first term.
Those who did have a one to one’ discerned no great value in it. Roger described 
it as " 7s everything O.K. ?’ ‘Yes. ’ ‘How are you getting on?’ That was it. ”
Hamish thought that the tutors were more interested in the students on A Level 
courses than any others.
There appeared to be no on-going action planning in the tutorials following the 
completion of an action plan right at the beginning of the course. Several said that 
they had never revisited this piece of paper. No member of the group remembered 
any in-depth discussion of career choice in the ‘one to ones’.
Tutors do not seem  to have helped the students with developing their general study 
skills.
. 7. Could those students who valued work experience tell me a little 
more about It?
Students appear to have had little prior briefing apart from writing the letter of 
application, which some found useful. They were provided with a  debriefing
A/I
session where they were invited to share their experiences and reflect upon them 
in a group work session. Hamish felt the debriefing session was superficial and 
never discussed in any detail some of the problems that had arisen or that might 
arise.
Some students, such as Emily-Jo, had placed high value on the work experience, 
not having done it before. (Most students had done three weeks of work experience 
in Year 11). Some placements however had not, in the particular students’ minds, 
.been of very high calibre.
A few members of the group felt that work experience had helped them make up 
their minds as to what career they wanted to do. Constance, for instance, had 
decided upon a career in the Met Office as the result of her work experience.
8. Have you done any Careers work on the Diploma course?
Most members of the group acknowledged that they had done som e Careers work, 
particularly in the Introductory Module, but some doubted that it had been 
valuable. One or two said that they had made up their minds a s  to a  career anyway 
and a  number of others queried the need to go into Careers work in detail when 
their next goal was University. When asked if they had considered the alternatives 
to Higher Education, a number of students said they had.
9. In what ways do you work on the Diploma? Do you do any group 
work for Instance?
Students again said that the course consisted of a great deai of form filling. There 
was very little group work. It was down to individuals to see what they needed to 
do to gain full accreditation for modules and attend Thursday afternoon ‘Diploma 
Time ‘ sessions a s  and when appropriate.
1 0. You mentioned earlier that your tutors were feeling their way’ 
with the course. Could you tell me some more about this without 
referring to any particular tutor in person?
Several tutors had shared their efforts to come to terms with the Diploma with the 
students. Most of the tutors responsible for the students being Interviewed said 
that their tutors had begun the Diploma enthusiastically and had tried to do their job 
well.; but when the students showed that they were not enjoying the Diploma, a 
number of tutors “sort of lost interest because they didn’t really understand it, 
anyway”, according to Emily-Jo.
Emily: “They tried to get into us that it was worth doing. ”
Roger: “Yes. But half the time it was trying to convince themselves.”
Interviewer: “Did they find it too complicated do you think?”
Mark: “I think so....but really it was more like a waste of time. ”
C
IX
11. I keep hearing this phrase a waste of time’. Can anyone say 
why they feit that the Diploma was a waste of time?
A number of students in the group found that much of the programme was repetitive 
including a great deal of writing.
12. If you had the chance to change the course in whatever way you 
wanted, what would you suggest to City and Guilds and to your 
tutors?
Students felt it would be valuable to have a  clear picture from the outset of their 
route through the Diploma so that both they and their teachers were clear as to the 
criteria. They felt that the Board, rather than their teachers who were doing their 
best, in their opinion, were to blame for not making matters clear.
Some students also made a strong plea for a  longer period of induction; and a  few, 
but by no m eans all, would have valued more structured ‘one to one’ dialogues 
with their tutors particularly with regard to action planning and careers information. 
Two students called for more work experience.
Even were it to be enhanced in the ways suggested, the general consensus was 
that the Diploma programme should remain optional
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Interview 2: Gemma Starr , NVQ 2 Business Administration
student.
1. Why do you think that the Diploma was included in your Sixth 
form programme?
Gemma was not clear as to why she was doing the Diploma programme and did 
not think it fair it should have been compulsory. She felt that a  large number of 
people shared that view.
She felt, but was not sure, that the Diploma was included in the Sixth form 
provision in order to give more work experience. She found work experience a 
valuable insight into Careers. It had also helped her develop her interpersonal 
skills. She had worked at County Hall ( the headquarters of Westshire County 
Council) as part of a team.
Gemma had found work experience very valuable. It had been different from what 
had been offered in Year 10. She was now two years older and able to take a  
more mature perspective of what she was doing.
2. What else was there of value In the Diploma apart from work 
experience?
Gemma enjoyed two of the Preparatory Modules, Wordprocessing and Databases, 
she had chosen but the others she had been forced to choose to make the number 
up to five, she had not enjoyed very much. She had not enjoyed Spreadsheets, for 
instance.
She felt that the Diploma had encouraged her to be a more responsible person 
and to get on with members of staff better.
Gemma was unclear as to what other parts of the programme she had found 
valuable and needed some reminding about what the course had consisted of.
She had found parts of the job exploration in the Introductory Module useful if not 
particularly enjoyable.
3. What did you find less valuable about the Diploma course?
Gemma disliked the heavy written element to the course, particularly the volume of 
report writing. She felt that other forms of evidence, such as photographs of her 
work experience, might have been substituted for some of the written evidence she 
had had to produce.
She had also been pushed in to the ‘Business Services’ area of the course, largely 
because she was doing an NVQ course in Business Administration. She would 
have preferred to have found out more about other areas; for example, Health and 
Social Care. Gemma had discussed the matter with the tutor but his reply was that 
“it might be hard to do enough work to cover all of that as well as doing NVQ. ”
4. How did you find out about the Diploma?
Gemma felt poorly prepared for the Diploma. She certainly did not know what to 
expect on the programme. She would not have opted for it had she had the choice 
and she still felt the sam e way about it even though she had found parts of it 
valuable.
She felt that from the outset students should have been given much more guidance 
as to what they should be doing. She did, however, feel that in her main Sixth form 
programme she had been given guidance as to how to organise her study better.
5. Do you think that the sort of things you did on the Diploma could 
have been done elsewhere on your course?
She felt that she could have developed most of what she had on the Diploma 
elsewhere although she wondered if she would have found out a s  much about 
Careers if it had been left to inclusion in the NVQ programme.
6. You said that you had worked as part of a team on your work 
experience. Were you encouraged in the Diploma to work on 
team activities?
Gemma did not think that group work had figured highly on the course.
7. What about the value of one-to-one dialogue with your tutors?
Gemma recalled having only one ‘one to one' session with her tutor. It had 
involved some discussion about her future career. She had not changed her 
thoughts as to a career as a  result of the Diploma programme. The tutorial session 
had not involved any structured action planning as to future targets. There had 
been no direct reference to the Record of Achievement.
She had found the opportunity to talk to her tutor a useful one but felt that even this 
one session had been ‘rushed’. She felt that if she had had more ‘one to one' 
sessions with the tutor she would have benefitted personally and the course would 
have meant more to her.
8. If you had the chance to change the course in whatever way you 
wanted, what would you suggest to City and Guilds and to your 
tutors?
Gemma would have welcomed further opportunities for work experience. One 
week was not long enoj^gh: “we were just getting into it when it was over”.
She felt that the studenJj^Should have had much more guidance throughout the 
course and more a c c e ^ ^ ^ o n e  to one’s with her tutor.
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Interview 3: Fraser Monteverdi, NVQ2 Business Administration
student.
1. Why do you think that the Diploma was included in your Sixth 
form programme?
Fraser’s first impressions had been unfavourable. He had resented doing the 
Diploma, having come to it from a CPVE course the previous year.
2. Why were you opposed to the notion of doing the Diploma?
Fraser had seen the Diploma as a means of “pigeon-holing” him into a  specific 
career route. He also disliked the volume of paper work attached. His opinions 
had changed when doing the Preparatory Modules because he was clear as to 
how these complemented his mainstream course.
Much of his dislike stemmed from confusion; his own and that of his tutors. When 
talking about the Introductory and Exploratory Modules he said:
“. it wasn’t necessarily hard They were disorganised. The tutors didn’t realise
what they had to do and never seemed to have a dear picture as to what work to 
give us ”
3. What did you find valuable about the Diploma?
Fraser felt that it was another qualification; a  kind of work based qualification that 
would sit alongside his NVQ course and the GCSE’s that he was doing.
He had been on work experience for the past three years as part of various 
courses and felt that although still valuable, he should have given more thought to 
his choice of placement. He would have derived more value from reception work 
rather than going into a  placement dealing with public relations.
He had been involved in one group mini enterprise project which was aimed at 
raising money for charity. It had been a disco but had unfortunately failed to raise 
any funds. He felt that others in the group had learned more from the experience 
than he had. It was something he was used to but they had certainly gained a 
useful insight into how to organise events and the benefits of team work. (Charity 
events were not new to Fraser. He had already organised a charitable appeal 
outside school to raise money for a new heart monitor for Weymouth Hospital. It 
had raised over £10,500.)
Fraser had found the Preparatory Modules more congenial than the other modules 
because he had covered much of the content on the CPVE link with Tinwater 
College the previous year. Hence he had already developed considerable 
expertise in Photography and Film and Video work that could be accredited. He 
was also able to use his work from the RSA CLAIT qualification to accredit three 
Preparatory Modules in Spreadsheets, Databases and Wordprocessing.
The Diploma had to a minor extent helped him focus on his choice of career but he 
felt that the NVQ course had been more helpful in that respect. The Diploma, 
admittedly, had focused much more on Careers exploration than NVQ.
'One to one’s with the tutor had sometimes been valuable but at times “it seemed to 
me that he was trying to get clearer what I was trying to do instead of me getting 
clearer.”
However, the tutorial sessions helped Fraser to clear up som e of the things he did 
not understand about the Diploma.
He did not feel that individual discussions had helped him focus on his career 
choice and he recalled no attempt to action plan or target set. Neither had the 
sessions focused on the Record of Achievement.
4. So what was the value of one-to-one dialogue with your tutors?
The value was certainly not in Careers guidance, according to Fraser, neither did 
he feel it was with how to organise his study more effectively. However there was 
some value to just discussing progress. He recognised that the Diploma tutors 
were probably doing their best in difficult circumstances;
“..they seemed to be getting over-worked with an extra subject to do which they did 
not understand.”
5. What did you find to be of less value on the Diploma?
Fraser had been irritated by demands on him to attend ‘Diploma Time’ on Thursday 
afternoon. (Designed as an opportunity for students to access a range of 
Preparatory Modules, or aspects of such modules, which could not be readily dual 
accredited with their mainstream courses). He spoke of being le ft to his own 
devices” and did not understand why he needed to be at the session. It was self­
directed work but he needed some guidance to help him move in the right 
direction.
He could, with hindsight, see  the value of the different kinds of modules in helping 
him to focus down on a  choice of career but he found some of the activities in the 
Careers search somewhat “childish, having to go and cut up newspapers and stick 
them on bits of paper. I didn’t think that was quite something for a seventeen or 
eighteen year old.”
Instead of approaching the Careers search in that manner, Fraser thought it would 
have been better to have had an induction in use of the Careers Library at the very 
beginning of Year 12.
Fraser also thought that you “had to sort of get a set of qualifications” to 
understand the purposes of all the paperwork that accompanied the Diploma.
(Both he and the interviewer laughed at the very clever satire that Diploma students 
had written on this for their presentation to employers the previous month).
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6. Did you understand the criteria on which you were being 
assessed?
Fraser felt that he broadly understood what criteria he was being assessed  on, 
particularly as he “moved into” a project.
7. You said that you had been on the CPVE course last year. How 
' did this compare with the Diploma?
Fraser thought that CPVE was even less well organised than the Diploma. There 
had been no apparent point to the work experience on that programme whereas 
on the Diploma, work experience had been a  clear part of the structure and 
student choices had been made with careful guidance.
CPVE had helped him to develop some of his interpersonal skills and greater 
confidence in his abilities but no more than the Diploma had.
8. How did you find out about the Diploma?
He felt that most of the initial information he received had been written:
“We were sort of expected to understand what it was automatically.”
He had not been clear a s  to what would be involved in the course over the year. 
He had almost ‘drifted’ into the ‘Business’ modules because that w as the area 
where he perceived his interests to be.
Course details becam e clearer a s  it progressed but he would have welcomed a 
fuller induction programme including som e initial individual guidance sessions.
9. If you had the chance to change the course In whatever way you 
wanted, what would you suggest to City and Guilds and to your 
tutors?
“ First of all, I would try to trim down all the paper work and make it more 
presentable so that people could straightaway see what they had to do and how 
they had to go about it  It was there but it wasn’t very usable. You had to go back 
and forth to check all your sheets to see what to do eventually. Then give some 
better guidelines to the teachers and maybe get them to do the Diploma as well, 
like some teachers had a go at General Studies in 6-2 (i.e. the Upper Vlth form. 
Year 13) ; all except Dr.Hapgood wtio chickened out at the last minute.
Basically though the Diploma is a worthwhile qualification.”
Interview 4; Adeline Faulkner, NVQ3, Business
Administration.
1. Why do you think that the Diploma was included in your Sixth 
form programme?
She felt that the programme was there to give a  Careers perspective and to help 
develop useful skills such as wordprocessing. She had not found It had.particular 
specific value of its own for she was able to accredit much of it from what she was 
doing on her other courses.
2. Did you know anything about the Diploma before you started the 
course?
Adeline felt that she knew very little. The course, in her view, had been very poorly 
explained. Much more time should have been spent at the beginning of the year 
on explaining the options more clearly and how students could move through the 
course. She had not been at all clear as to these details. Things did become 
clearer as the course went along.
3. How valuable have you found the Diploma?
Adeline would rather have taken another subject She had not found the 
programme to be very useful.
She found the work experience to have been the most useful part of it  It had 
helped people to find out what kinds of jobs suited them but she did not feel that 
you needed the whole Diploma structure to achieved th a t
She did not feel that it had helped her develop her personal skills and qualities.
She had worked as part of a team on projects but “you do that in other subjects 
anyway.”
Team work had, however, she thought, played an important part in the course for 
her.
Adeline had found the Introductory Module to be valuable because of the broad 
based Careers exploration involved. The focus of the Exploratory Module around 
work experience had also been helpful; particularly issues related to coping with 
the demands of the workplace. Preparatory Modules, with the exception of Typing, 
had merely been a  box-ticking exercise from what she had demonstrated on her 
other courses. She had been happy for it to be that way as it meant that she was 
not involved in “a lot of unnecessary work.”
4. What about the value of one-to-one dialogue with your tutors?
Adeline had had one such session two weeks into the course. It seem ed to be little 
more than a progress check;
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“Really I think it was just for himself, to know that everything was going O.K.”
There was no discussion about action planning and target setting. There was no 
reference to the Record of Achievement.
This was Adeline’s only such session. Each student in the tutorial group had had 
one session and although there had been the opportunity for further sessions, the 
tutor had not really encouraged them;
“...he’s never sort of said that he wanted to have a chat ”
There had however been valuable discussions in the tutorial group, particularly 
about coping with the problems of study and developing better organisational 
skills.
She had not felt able to discuss her programme and any concerns she might have 
with her tutor because;
“I don’t really think he knew what was going on anyway.”
6. What have you found to be less valuable about the Diploma?
Adeline disliked the fact that the Diploma had not been optional.
She also found ‘Diploma Time' on a Thursday afternoon frustrating. She and a 
number of friends found themselves doing very little in those sessions because 
they had been able to accredit most of their Preparatory Modules out of other work 
that they had done.
7. Did you understand the criteria on which you were being 
assessed?
Adeline did not feel that had been told of the assessm ent criteria before embarking 
on a project and had only had a vague idea of them when the work had been 
assessed .
8. if you had the chance to change the course in whatever way you 
wanted, what would you suggest to City and Guilds and to your 
tutors?
Adeline placed particular stress on informing students fully from the outset; giving 
them a clear picture of what work on the Diploma would involve rather than “just 
throwing you in and not knowing what you were doing.”
Given the chance, Adeline would not have offered the Diploma again. The benefits 
in terms of work experience and development of skills could be organised 
elsewhere without using the Diploma structure and paperwork.
Interview  5: A rthur Poppy and  M arcus B elcham ber, A Level
s tu d e n ts .
1. Why do you think that the Diploma was included in your Sixth 
form programme?
Both agreed that the programme aimed to help them think in a  more focused way 
about possible career routes. However, it had not been clear at the outset quite 
what the purpose of the Diploma was.
2. How valuable do you think the Diploma has been to you?
The two students felt that the Diploma had been useful in some ways. They were 
quick to mention the value of work experience and felt that part of the course, and 
other features, had helped them to reflect on possible careers.
Neither felt that the programme had helped them to develop their personal and 
social skills in any marked fashion.
The Introductory Module had been reasonably interesting to Arthur, but not to 
Marcus. Both felt that the Exploratory Module had revisited much of the old ground 
from Year 10 in the briefing and debriefing of work experience.
Both had completed all but one of their quota of five Preparatory Modules. Arthur 
remarked on the value of the First Aid module and the insight he had gained into 
teaching from the Preparation for Teaching module. Marcus found the Preparation 
for Higher Education module to be valuable.
Marcus had qualms about the ways in which he had completed the Preparatory 
Modules. He felt that he might have benefitted more if he had explored them in 
greater depth:
“Because it is an extra thing added on to the work in hand, you don’t want to spend 
too much time on it. ”
3. What about the value of one-to-one dialogue with your tutors?
This kind of tutorial had been a feature of the early part of the course but both 
students, each of whom had a different tutor, felt that they quickly ceased  to be such 
a  feature. With Marcus there had been very little opportunity for a  'one-to-one' 
tutorial at all. He felt, however, that he had benefitted from being able to talk freely 
in a  group tutorial situation.
Arthur described the one-to-one dialogues that he had had as  kinds of progress 
checks. Apart from completing an action plan at the beginning of the course 
(together they had exclaimed: “Oh, those A3 sheets!” and then laughed), action 
planning had not tended to be a feature of these tutorials. Indeed both did not 
think that they had ever completed the first action plan and no-one had asked them
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to do so.
There appeared to have been no use of tutorials to discuss the Record of 
Achievement.
4. What did you find less valuable about the Diploma?
The two complained about the rush to complete modular summaries and the 
general volume of paperwork involved.
Both thought that the expectations and assessm ent criteria for assignments could 
have been more clearly spelled out. Often, students coped better or worse with 
these depending on how much individual support they had had from their personal 
tutors. The quality of that support had varied considerably.
5. How did you find out about the Diploma?
Marcus felt that the course was not well explained at the beginning. The induction 
was inadequate. It was difficult to cope with all the new vocabulary attached to the 
Diploma and it was only over time that both students came to understand the 
demands of the course.
After som e initial resistance, their attitude had changed to one of acquiescence and 
they conceded that there were features of the course that were valuable.
Attitudes had however become a little more jaundiced towards the end of the 
course when there was pressure on them to complete their module summaries.
6. Has the Diploma influenced you in your choice of career?
Marcus felt that it had reinforced his determination to work in car sales. Arthur felt 
that it had opened his eyes to what was involved in a teaching career and put him 
off from that particular course.
7. If you had the chance to change the course in whatever way you 
wanted, what would you suggest to City and Guilds and to your 
tutors?
Both were emphatic that there should be a  proper induction period both for 
students and tutors on the Diploma team. That way they would not all have been 
thrown in “at the deep end” as Arthur expressed it. That induction should consist 
of more simplified written material than had been given to them; and some 
opportunity to explore the implications of the course with the teachers concerned.
Both complained about the amount of paperwork involved ih the course. They felt 
that the system might be readily simplified.
They felt, on balance, that more individual time with their tutors would also help 
them organise their study better. Arthur was more enthusiastic about the latter
point than Marcus.
Both generally felt that the Diploma had proven useful but that it should have been 
optional. Combined with some simplification of the paperwork employed in the 
system and som e more effective ‘selling’, the course could prove to be much more 
effective and popular with students in future years.
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INTERVIEWS WITH STJHATTHIAS HIGH SCHOOL TEACHERS ON THE
DIPLOMA COURSE TEAM
Interview 1. Tom Braddock. 1 December 1993.
1. What else are you Involved In teaching In the School?
He taught Business Education and General Studies. He had been involved in the two antecedents 
to the Diploma: CPVE and City and Guilds 365. He had been involved in the ill-fated Wessex modular 
A Level scheme and was an examiner for Cambridge modular A Level Economics.
2. How well do you think you were prepared for taking a teaching role on the 
Diploma?
He thought the quality of preparation had been poor. There was only a limited time available for staff to 
come to terms with the Diploma and lo r staff who hadn't been involved in CPVE, I would have  
thought that lim ited tim e actually probably frightened them  off rather than gave them  enlightenm ent."
There had been only sufficient time for staff to look at the documentation and thus no discussion of 
the issues involved in delivering the course. There should have been a considerable input on 
assignment based learning but this hardly featured. As CPVE Coordinator-designate he had received 
in the region of twenty days training on County courses and all members of that team had been on 
several days' training prior to embarking on the course.
3. What aspects of the Diploma were you Involved In teaching last year?
He had acted as tutor to a group of students and been involved in monitoring their overall progress. 
He had been involved in delivering the Introductory and Exploratory Modules but not in the 
Preparatory Modules, except as accreditor of statements of attainment from other courses for 
modules in Wordprocessing and Marketing.
4. What Is your opinion of the value of the Diploma to students?
He felt that work experience was a valuable part of the programme as was the fact that the course 
framework forced students to consider career options in a structured manner. He felt, however, that 
the Diploma framework was not essential for the above features.
5. What say did you have In putting together the St. Matthias High School
Diploma programme?
He had not had a say in content of the Introductory and Exploratory Module assignments but a fair 
degree of flexibility as to their delivery.
6. What sort of learning approaches do you use on the Diploma?
His approach was fundamentally assignment led but using a range of teaching and learning
approaches. A great deal of discussion was involved. Students had to make presentations. There 
was also an element of ‘chalk and talk’. There was group work and there were simulations. These 
approaches were no different to those he employed in other areas of his teaching.
7. Were the approaches being used congenial as far as you were concerned?
He found them so but he found the nature of the assignments constraining. In terms of the students, 
he thought that they had appreciated his approaches for he had not encountered any opposition.
8 . Was your role as tutor any different from what you had been used to In the 
past?
He felt that in the past he had had more opportunity in Sixth form tutorial time to talk about more 
general aspects of a Sixth former’s life. The Diploma had however proved constraining with tutor time 
being virtually all consumed by delivery of assignments leading up to the first two modules ; and 
tracking individual students’ progress through the Diploma. He found the latter to be:
".....immensely time consuming. Also there was a lot o f consumer resistance which m eant a lot o f 
chasing àround and chasing people up for doing things."
Part of that ‘consumer resistance’ stemmed from the Diploma having first been presented as an 
optional part of the Sixth form programme at the end of Year 11 ; only to become compulsory on 
retum in September. There was a significant number of students who objected to this move. 
Because these people were anti-Diploma from Day 1, they were not prepared to concede that there 
was any value in it for them.
He agreed with the School’s commitment to allocating one hour ten minutes per week to ‘one to one’s 
or small group tutor sessions. He found these valuable even though a minority of students found 
such sessions a little threatening. The large size of the group meant that it might be three months 
between such sessions and so it was important to keep in touch with students on a less formal basis 
too.
How such sessions went fonvaixi would vary, depending on Braddock’s perceptions of the needs of 
a particular student at a particular time. For some he would insist on a set agenda, asking them to 
bring evidence of the course with them but others would be more of an informal chat, sometimes 
related to some recent incident In the student’s life.
Occasionally Braddock would use a counselling approach but not if he perceived that a student might 
feel threatened. He felt that if students wanted some form of counselling approach , “they would ask 
fork, in a curious way."
Action planning was not a feature of the tutorial sessions that Braddock held. The students had 
completed an action plan at the beginning of the programme but it was not something that he had 
followed through:
“That’s  partly because Tm som ebody who finds the whole process o f action planning very difficult to 
believe in a s valuable.....it relies on the assum ption that you can produce action plans that are 
meaningful and have to be written down. I believe there is a significant num ber o f people whose 
minds don't work like that. They don't produce fixed se t action plans and then mechanically say:
‘Have I carried out the actions I said I would do ? Well I have done this and I have done that and now I’ll 
rewrite m y action plan to take that into account. ’
There’s  a range o f ways in which people work and the action plan process is only one way."
He felt that many students were not interested in going back to their action plan completed at the 
beginning of the course and reviewing their progress against it. For some, he felt, such a mechanistic 
approach would get in the way of the planning and target setting process. The document could come 
to be seen as an end in itself rather than a means to an end.
He drew an analogy with someone going on holiday. He argued that such a person did not produce 
an action plan which they revised every day to ensure that they got the most out of their holiday nor 
did they “go through checklists o f criteria to see  if they've had a nice time or not."
9 . But the Diploma calls for students to negotiate learning path through the 
programme? How do your views on action planning square with that 
demand?
Braddock thought that given the way the programme had operated the previous year, it was 
somewhat grandiose to imagine that it was as conscious a process as that. Pressure of time and lack 
of induction for students meant that they did not initially understand what the Diploma consisted of. 
They had a lot to take in anyway, being in the Sixth form and in a newly formed school. Certainly they 
had gone through the process of selecting their cluster groups in terms of personal interest. These 
were generally linked to their cafeer intentions too. There was a kind of natural falling in' of elements 
of the course. The Exploratory Module, with its work experience, fell almost naturally into one of those 
cluster areas and the Preparatory Modules were partly determined by the other subjects being 
studied, but then a number of students were saying towards the end of the programme that they had 
met the criteria for one or two Preparatory Modules and then “they ju st scratched around to find ones 
to make up the rest from whatever subjects they ju st happened to be doing."
To some extent Braddock was in favour of dual accreditation via Preparatory Modules but this could a 
meaningless search for boxes to tick. Subject staff were not prepared adequately for their role in 
delivering the Preparatory Modules thus. They did not appreciate that, or were not fully aware how, 
they could “pick out skills and concepts and ideas almost in a cross curricular way".
In Braddock’s view, this was not surprising;
“....in the context o f the school at the time, people were trying to g e t u sed  to m oving building, to 
setting up a new  school and if you were teaching Chemistry, say, and you w eren’t involved a s a 
Diploma tutor, it was obviously very very marginal. And the fact that students cam e alone and said:
‘I’ve got a piece o f paper here. It’s  a Preparatory Module in Laboratory Skills’, you know  I can se e  why 
staff would think: ‘W hat’s  this? I’m  not interested’ but that was a definite demotivating factor to som e  
studen ts."
Outside the tutor system, the course was not valued.
10. What might have helped students to modify their antagonism towards the 
Diploma?
Braddock: " Retrospectiveiy, I think it would have been better not to have m entioned the
Diploma at all but ju st to embark on a series of learning experiences that would have 
covered the content."
11. Did they know why they were going through this particular range of learning 
experiences?
He felt that they were perceiving it at different levels despite it having been explained to them; “the 
standard pa tter about helping career choices and  making them  m ore aw are o f em ploym ent 
opportunities and preparing for the job world, picking up skills and so on".
He felt that some of them accepted that but a significant number of students failed to perceive the 
relevance, especially the way assignments were produced. He continued:
“For m e that was the w eakest part o f the course."
12. How were the assignments produced?
They were given to the tutors with the necessary accompanying resources:
"...lying behind all this was the fact that the Diploma was being run in the whole year group, being a 
brand new  school that had been put together from two other schools. The sta ff involved were under 
im m ense pressures o f time because o f having to work in new  rooms, having to find resources that 
were lost in transit from one place to another, and so  on, and so the decision was taken that the
assignm ents would be produced centrally rather than expecting each tutor to produce their own...this 
would be one less thing for tutors to worry about. In effect the assignm ents were basically reiteration 
o f the criteria that had to be met. They weren't interesting. They weren't sufficiently differentiated. 
They were basically a series o f low level tasks much like the performance criteria."
13. What sort of teaching and learning approaches did you use with students?
Braddock linked research in assignments to the individual students' particular interests. He used a 
variety of written information for students to access and also organised for them to go out of school 
and interview people working in job areas that were of interest to them.
Students in his tutor group were from a mixture of courses, one and two year. He felt that these 
presented no greater problems than any other mixed ability group but he found that A Level students 
were probably more uninterested in the Diploma than students on one year courses. Many of the 
former simply could not see the relevance of what they were doing.
He could not concur with this view but he did have some sympathy for those students. There was a 
range of A Level subjects that did not have complementary Preparatory Modules and this was a big 
weakness of the Diploma, in Braddock's view.
14 . Have you any comments on the assessment process on the course?
Braddock: "I mistrust the com petency checklist approach especially where the Awarding Body
fails to explain what is expected. "
He went on to explain his anger at a system where the student was unclear as to what he or she must 
achieve in order to meet some of the competence statements. He cited the exarnple of the student 
having to carry out a survey of local job opportunities. This was very imprecise. What was the scope of 
the evidence required?
He felt that the GNVQ criteria were more precise. The equivalency of GNVQ to other qualifications 
would, he thought, also be helpful.
The degree to which he discussed assessment criteria with an individual student varied. With 
students who were concemed about meeting the criteria, he would spend some considerable time 
going through them in detail and looking how a piece of work to show where it met them. On the other 
hand, many students were only concemed about the criteria in the sense that they asked whether 
they could tick them to say that they had met them. For those students "Yes' or ‘No’ was sufficient 
answer.
15. Do you have any comments upon the way the Diploma was timetabled and 
resourced?
Braddock thought that the delivery of Preparatory Modules might have been much more 
sympathetically timetabled, it appeared to him that they were staffed on the basis of “who had a spare 
hour on the tim etable to put in rather than a team  o f people who positively offering a range o f 
modules. I could be wrong but that was m y perception."
1 6. Would you concur with the opinion of many students that there should have 
been a longer period of induction to the course?
He agreed with the original request for a three day induction period but this was categorically denied 
to the team by the Headteacher.
17. Would you comment .on the nature of support you have had from advisory 
staff?
Braddock appeared to contradict himself here. On the one hand he said that they had only had help a 
the beginning of the course, and a little at the end, with an occasional meeting with the researcher in 
the interim. On the other hand he argued that he and a number of his colleagues had not wanted 
advisory help. They appeared at least to be coping and to have to work at modifying practice in 
partnership with advisory teachers in their classrooms would in a sense have added a further burden 
to a very difficult year following on the amalgamation of the two schools.
18. Had the Diploma continued, in what areas would you have welcomed further 
staff development?
Assignment writing would have been a major area as would assessing levels of student achievement 
It was a pity that no team meeting was ever given over to moderating work so that memtDers could 
compare student work alongside the criteria the Diploma called for because that would have been a 
valuable activity, said Braddock.
He would have favoured a model of staff development based on judicious mixture of whole team 
discussion of common issues and support for specific teachers in the classroom.
19. What was your notion of the Diploma team, then?
Braddock felt that the tutors had acted as group of individuals rather than a team. Initially there had 
been a good deal of enthusiasm present with teachers ready to "give it a go" but for some this rapidly 
disappeared as they struggled to come to terms with the course.
"We had team  m eetings but I don’t think that’s  the sam e as being a team . We had m ixed perceptions 
and ideas. Som e people were doing the D ipbma under sufferance: the sta ff I’m  talking about now! 
I'm not sure that after a while I recall any one being enthusiastic about it. "
20. How did the evaluation process operate?
Part of the team meetings were concemed with evaluating the progress of the course. Braddock 
could not remember taking a team overview of progress at the end of the first year, however.
21. If there was a value In the Diploma for your students, where would it have 
lain?
Braddock perceived that for some students the main value lay in them achieving the Diploma 
certificate. That represented something worthwhile to them for they had spent a great deal of time 
and effort on the course.
He also felt that the planning process and the work experience had been valuable but "I think those  
could have been done quite satisfactorily without the Dipbma"
22. How does the Diploma compare with the sort of entitlement programme you 
were used to offering previously?
Braddock thought that the students were missing out on studying the more general issues on the 
Diploma programme e.g. ethical concems ; historical and cultural matters. He said that his group had 
barely touched upon those particular perspectives. He thought the Diploma placed far too narrow an 
emphasis i.e. a vocational one.
"It denied students the opportunity to bok at the w ber issues."
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23. If you had been In a position to make changes to the Diploma provision at 
the school for the coming year, what would you have wanted to amend?
Braddock would have been happy to have continued to offer the Diploma with certain provisos.
First he would have sought to redesign the assignments so that they did not merely regurgitate the 
criteria but embodied a greater degree of imagination and creativity.
Second, he would not have ‘sold’ the vocational ‘message’ with so much force because he felt that 
this continual emphasis had alienated a substantial minority of students.
Third, he would have gone for a longer period of induction:
"I think you n eed  a day o f induction at least for the Sixth form in general without talking about the 
Diploma at all: Sixth form m ethods o f working: expectations o f the School o f the Sixth form as regards 
approaches to study. ...there’s  obviously an overlap betw een that and the D ipbma but I think it would 
need  at least another day. Instead o f pushing the structure, as we d b  before, I think I would push  
much more expectations with regard to assignm ents and the work that's se t and then that w pub not 
single the D ipbma out as different."
24 . Do you have any further comments?
The course had reinforced Braddock’s conviction that “there is a need  for more education in the Sixth 
form rather than job  preparation and vocatbnal orientatbn. I think we ignore general educatbn and it’s  
also m ade m e think more and more that the so-called vocatbnal courses are no m ore vocatbnal than 
existing A Level courses."
He went on to elaborate by comparing his teaching of Advanced GNVQ Business with Business 
Studies A Level:
"... the students are dealing with concepts, they’re teaming b ea s, they’re finding out how businesses 
work and while th ey ’ve had a b t  more contact with ou tsb e  organisations than A Level students will 
have done. I'm still not sure that it’s  any more vocational... "
Braddock felt that General Studies A Level would address many of the broader issues he had 
discussed earlier but that tutors would also have to take some responsibility for Careers provision as 
this was not covered by General Studies.
Interview 2. Ruth Lawson, 14 September 1993
1. What subjects do you teach In the School?
Apart from the Diploma, Modem Foreign Languages. She had not been involved in similar kinds of 
programme to the Diploma before she taught on it. It was an entirely different approach to that which 
she had been used to.
2 . What aspects of the Diploma were you Involved In teaching?
She was a tutor and also involved in teaching on the Preparatory Module. Italian for Work.
3 . Would you comment on your degree of preparation for taking on the tutorial 
role?
Lawson felt that it came as a shock for teachers who had mainly been delivering academic subjects 
such as her. For those who had previously been involved in delivering courses like CPVE, it had 
probably been less traumatic. Despite a considerable amount of training she “still felt very much 
woolly to be quite honest.”
As the course went on she found the role of tutor became easier but to begin with there seemed to 
be so much to learn and so much to put over. It was in her words “overw helm ing” and was not 
helped by what she perceived to be the vagueness of the Diploma criteria:
“.....it was so  vague, you know, it was not like any other subject where you have a syllabus and you  
can say: T hat’s  what w e’re aiming fori and this sort o f thing. You had things but they were too many in 
aw ay.’
Whilst it was valuable to visit other schools already mnning the Diploma as an entitlement programme, 
Lawson felt that there was a certain uniqueness to each one's experience so that the Diploma at 
SLMatthias High really had to come into operation before the problems became manifest. They could 
not be readily anticipated. ‘Hands on’ experience quickly showed her the problems that arose when 
students could find no ready match between Preparatory Modules and their mainstream courses. 
Further, it was particularly difficult to convince very academic students of the value of the Diploma.
4 . What In your opinlort was the value of the Diploma programme to students?
Lawson thought that in principle it had great possibilities; opening up a range of opportunities for 
expanding young people’s horizons, but:
“I felt very much a cheat when I was saying to students:
This is a good course, an opportunity for you. whatever you are doing, to broaden your horizons’, 
and in the sam e breath having to say:
There is no extra work and all the Prep M odules you will be able to fulfill, or you should be able to fulfill 
through the courses you are doing.””
Lawson said that in practice most students did not have their horizons broadened very much at all 
because there were very few interesting discrete Preparatory Modules on offer with the result that 
most students opted for what she called the “overlap”.
Asked to summarise the main benefits of the course, Lawson focused on the work experience and 
the opportunity for students to reflect on their choice of career. She felt it had many potential 
advantages for young people, some of which lay “partially hidden under a mountain o f paperwork.”
5. What do you think the value of the tutoring experience was for the students?
Lawson thought there had been some particularly valuable discussion with young people about their 
Careers interests with a view to putting them within a structured and realistic framework. Yet it was very
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difficult to get over a barrier of resentment with a number of students who felt that the Diploma had 
been imposed on them. They resented that it had ceased to be an option.
The message to the students had been about the programme's value in helping them to broaden 
their vocational horizons and to give some thought as to their future career route. In practice the 
course tended to repeat much of what they had done earlier in the School - the writing of C.V.s; the 
use of the Record of Achievement and so on. It seemed ironical that several of the Year 12 retumers 
should be asked to take further stock of what they intended to do as a career when they had been 
forced by poor opportunities in the job market to retum to school! She felt it would have been 
important to have built on Students' previous learning in that area rather than appear to repeat what 
they had already done.
Another problem was the time taken up in the tutorial group to helping students choose their 
Preparatory Modules. Often this proved to be a hurried and largely unsatisfactory process of finding 
some kind of match to their main courses without any clear rationale.
Lawson thought that there were clear differences in her role as a Diploma tutor to her role as tutor in 
the past. It was more demanding. As a Year 9 tutor she had had to work with the whole group in 
P.S.E. as well as carrying out the administrative duties that went with the role. However, the Diploma 
programme carried with it a much greater diversity of duties.
She thought the tutor’s role to be a valuable one, particularly in ‘one to one’ dialogue. She made sure 
that within the first few weeks she had organised ‘one to one’s with all members of her tutor group in 
order to get to know them. However, she ensured that she held such sessions informally as she 
moved round members of the tutorial group when they were working on other Diploma projects.
There had been no time in ‘one to one’s to negotiate choice of Preparatory Modules:
“You se e  on their official ‘one to one’s  I was talking about the Sixth form and how  they were settling in 
generally speaking. But the Frep Module problem  would come more in the classroom  or on the 
corridors or that sort o f thing because they’d  say: ‘I’ve dropped that now because.... ’ The worst ones 
were those who dkJn f  tell you straightaway. "
6 . How well were the students prepared at the outset for what to expect on the 
Diploma programme?
As a forum for issuing written information, a morning’s induction process was long enough. As a 
process of course orientation, it was totally inadequate. Tutors might also have welcomed some 
support from the advisory service with this process as the course was unfamiliar to most of them. It 
would also have been valuable if students and tutors had gone through some simulated activities that 
gave them a flavour of what to expect on the course.
Lawson : “We sort o f issued them with a great big wad of paper and we said:
Y ou  don’t have to read all that at once’,
which o f course m eant that they put it in the folder and never looked a t it again. And 
that for som e o f them  was the usual story. Som e o f them  can scan som ething very 
quickly if they can be bothered in som e way to do it; for others, it actually was a very 
demanding task. You know the first sheet where they have to take stock and they’re 
asked  what are their aspirations, their strengths and that sort o f thing....som e o f them  
found that so  very daunting! It was unbelievable."
She thought, wrongly as it had tumed out, that they had gone through a similar kind of process in Year 
11 when they had completed the personal statements on their Records of Achievement. There was 
not enough time to consider action planning for the types of reason given above.
7 . Did you have a say In how the Diploma programme was put together?
Lawson did not feel she had any great say because it was like being faced with a kind of syllabus. 
However, she feft she had considerable freedom as to how she delivered the programme.
In many ways she would have appreciated more guidance as to what to do. She had become “so  
snow ed up under bits of paper" that she was coming to lose track of quite where some of her tutor 
group had reached. Several had embarked on Preparatory Modules for seme time before she had 
become aware of the fact.
She needed guidance from the Diploma team on coping with the volume of paperwork and had 
“unburdened “ herself at one meeting about what she called the “trem endous pressures"  of 
papenvork.
Lawson referred to another problem, related to the various stages of modules on the course. Various 
elements of heatti and safety, for instance, were included in the Introductory Module only to reappear 
in another form at the Exploratory and Preparatory stage. Such repetition proved tfrearyT
The problem was compounded by lack of clear criteria governing the modules. Although the 
Coordinator did try very hard to help the team in this respect, it remained hard to decide on sufficiency 
of evidence for a variety of areas. Some of the guidance, in all fairness, had come too late.
8. How did the teaching approaches you used on the Diploma relate to those 
you used in your main subject?
In tutorial work. Lawson had focused for the vast majority of the time on working with individual 
students; and this, to her, appeared to be the most practical way to work to meet those particular 
demands of the course. She wondered how some fellow members of the team had managed to 
organise more direct teaching. She did this occasionally but the thrust of her style was encouraging 
self-directed student work with her on hand to give guidance. It was, however, very time consuming 
and the upshot was that it was difficult to get round on an individual basis to all the members of the 
tutorial group.
She found that the ‘mixed ability' make up of her tutorial group had given extra difficulties. When 
explaining the Introductory Module, for instance, some students had quickly realised what it was 
demanding and others need repetitive and painstaking guidance with the explanation of every difficult 
phrase being necessary.
When teaching the Preparatory Module, she did do some classroom teaching although it was difficult 
to meet some of the criteria on one lesson per week without giving some homework.
9. How well do you think the course was resourced In terms of staffing and 
equipment?
Lawson felt that to be a tme entitlement curriculum, a larger range of Preparatory Modules should 
have been on offer; partly to service so-far undersubscribed vocational areas and partly to broaden 
curricular experience so that all Arts and Science students might have access to a greater choice of 
modules in a different ‘interest’ area to their own. She would have liked more options on the lines of 
the Languages for Work modules.
She would also have valued slightly more time to help students when they chose their Preparatory 
Modules because they often encountered difficulties at that time. She felt guilty that she had not 
spent as much time as they needed for guidance in this difficult area. It might have been k>etter if three 
or four tutors had acted in concert on that issue; or if the timetable had been suspended for a short 
block of time to facilitate the process. Lawson saw this as equivalent to a “second stage" of induction.
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10. How valuable has staff development been?
She felt that teachers like her who were used to teaching in a subject-based way had fourxf the staff 
development sessions prior to the course very useful; but she would have liked more to help her 
adjust to all the demands of the Dipbma.
She would have liked more on-going advisory teacher support during the course. This would have 
been beneficial at the outset to help the team in putting over the ‘message’ of the Dipbma effectively, 
it would have been valuable to have discussed the criteria .and the degree of evidence required to 
demonstrate that they had been met. A range of ideas for delivering the modules would also have 
been helpful rather than the rather vague hints that they had. A regular input by Jamie Laing or the 
researcher at team meetings would have been very helpful in those respects Support in the 
classroom situation from an advisory teacher would also have been invaluable.
Lawson felt that had the Dipbma continued, she would have welcomed the opportunity to devebp 
her tutoring skills further; indeed, would still welcome that opportunity. (In fact, unbeknown to her at 
the time o f interview, she had been nominated to attend a TVEI residential programme run by the 
researcher called Tutoring for Entitlement’. She was clearly pleased, when informed.)
She would also have welcomed greater help with how to cope with her role during work experience, 
most particularly liaison with the students’ placements and the conduct of the debriefing process.
11. Did the Diploma have any impact on your teaching in other curricular areas?
Lawson was uncertain. Perhaps she had modified her approaches to a certain extent but she could
not pinpoint the areas.
12. If you had been a member of the Diploma team for the following year, what
suggestions for Improvement would you have put forward?
Lawson thought it would have been a key task to have specified much more clearly what both staff and 
students ought to be doing on the course. That wouW partly derive from a lengthier and more 
effective approach to inductbn.
It would also be important to offer students a much wider range of discrete Preparatory Modules 
rather than seek dual accreditation through ‘overlap’.
13. Was there a structured evaluation of the course by the team?
Periodically the team had discussed what worked well and what had not worked well in the programme 
but not in any structured manner. There had been no formal end of course evaluation.
She had not had any feedback as an indivbual on her approach to teaching the Dipbma.
14. Have you any other comments that you would like to make?
Lawson thought it was important to put the development of Diploma provision in its first year in the 
context of everything else that was happening in the School. There were important developments 
taking place at Key Stages 3 arid 4 in the Natbnal Curriculum. There was the added dimension of 
other new courses being introduced. All that was taking place in an atmosphere of merger with many 
teachers moving backwards and forwards between two school sites, nearly two miles apart. Although 
the Dipbma was important, it was only one of a number of priorities.
Team meetings were frequently rushed affairs because of the logistbs of movement between sites for 
different lessons. Further, there never seemed to be “that important chance over a cup o f coffee to 
informally discuss common problems with co lleagues". More time to discuss issues at length and to 
leam of how others were tackling the course would have t>een very valuable. The same difficult 
situation pertained in the current year with the devebpment of A Level General Studies.
She reflected on a visit to see the Diploma team at Framsden Manor School during the Summer Term 
prior to delivering the Diploma. There had been someone in a senior position with overall 
responsibility for the course, and that course only. It was recognised as a separate department. There 
was accommodation in which to hold tutorials and specifically fumished to meet the needs of Diploma 
students. Students could opt in to the programme.
Whilst she could see the tjenefits of making the Diploma compulsory for all students in terms of 
avoiding a demarcation t>etween ‘academic’ and ‘non-academic’ students. Lawson had qualms about 
the quality of what had been offered:
“There would have been  som e value for all o f them  if we could really have offered those other courses 
(i.e. more discrete Preparatory Modules). That’s  where I felt we let m any students down."
Interview 3. Bridget D onahue, Diploma Coordinator. 6 March 1995
1. What are your main curricular areas?
These were Business Education which Bridget Donahue explained included elements like Leisure 
and Tourism, Administrative Systems and so on.
2 . Had you been Involved In any similar kind of course prior to the Diploma?
She had been Coordinator for CPVE at the former Westhayes School and was also involved in NVQ 
and GNVQ developments both there and in the new school.
3 . What sorts of advantages had you foreseen from Introducing the Diploma for 
Sixth form students?
Donahue said that she had hoped the students would leam more about the world of wok and that they 
would be prepared more fully for a work placement that offered a taste of a future career. Everybody, 
not just those on vocational courses, needed to know something about the world of work.
4 . Did It fulfill those outcomes as far as you were concerned?
With hindsight, many students had found the Diploma more valuable than it had seemed at the time. 
Even many students who had grumbled about it at the time began to see its value. When it had come 
to completion of UCAS forms for Higher Education places, numerous students had asked for their 
profiles from the course to include on the form. Also, to many students' surprise, some employers 
were asking for various assessment reports from the course. Students who had previously affected to 
be uninterested in what they were doing were still concemed to see if they had met all the the criteria 
for receiving the full qualification. In the end. over ninety students completed this process to gain the 
full qualification while a significant number of others asked for a profile statement.
5 . How did It compare with the CPVE course?
On the whole, she preferred the Diploma. Its major drawbacks were connected with students having 
to complete lengthy lists of diverse criteria from five Preparatory Modules and what Bridget Donahue 
perceived to be the inordinate amount of papenvork that was needed for those module summaries.
6 . How well do you think that you and the team were prepared for the 
Introduction of the Diploma?
Those who had taught on CPVE courses, she felt, had been reasonably well prepared for the 
demands of the Diploma. She had appreciated the support of the researcher and Jamie Laing, 
particular at the initial INSET Days for tutors at Prudhom in the July preceding the start of the course. 
On reflection, she felt that had she known the tutors would only have a day of INSET in all, she would 
have preferred half a day at the outset and another half day a month into the course when tutors could 
air their problems. This would have been better than leaving it to her at a Diploma team meeting.
Whilst she appreciated the work that Laing and the researcher had done with the Diploma tutors, the 
talk the former gave to the whole staff had been less successful. This was not down to content but 
rather some staff being determined not to listen to what had to be said.
A major problem had arisen with the accreditation of the Preparatory Modules through mainstream 
courses. Teaching colleagues there had not readily understood the criteria that they were being 
asked to accredit for students. Some INSET had been organised for these colleagues but it was 
poorly attended and not very successful.
7 . Would you like to comment on the preparation time you had for setting up 
the course prior to It coming Into operation?
Donahue thought that the team had had a minimal amount of time for preparation. When time was 
allocated it Vas at the end  o f the day when m ost people ju st wanted to go hom e and they were tired 
anyway. I would have liked a three day induction for the tutors together with the people who were 
actually delivering the Preparatory Modules in order to bring the whole team  together; but that never 
seem ed  possible because there were too many people involved... We wanted to involve a lot o f staff. 
We wanted to show  the sta ff what vocational education was like but I think m ay be we tried to involve 
too many. But if we hadn't done.it like that, not all the Sixth form could have attem pted it because they  
couldn't have taken the extra lessons. So we were betw een the devil and the deep  blue s e a r
8 . What was your particular role In putting the programme together?
She felt that her particular role had been to explain to the tutors what the programme would involved 
and its relative importance to the Sixth form programme overall. She also had a role in identifying who 
might deliver different aspects of the programme, including those responsible for Preparatory 
Modules. She looked after day to day administration and the arrangement of all associated INSET.
9 . What should the role of the Diploma tutor have been Ideally?
The Diploma framework, in Donahue's opinion, was an ideal vehicle for tutors to get to know their 
tutorial groups; their personal and career aspirations. It provided a way of tutor and student working 
together to enable the student to achieve his or her goals. It had the back up of the Occupational 
Explorer work with the Careers Service and the EGTIS programme. "
The stnjcture survived the démise of the Diploma but by no means in its entirety.
10. What was the Initial response of the tutors to the programme?
To begin with the tutors were “more or less floundering" according to Donahue. Many tutors came to 
be very supportive of what the programme was trying to achieve even though there were a few who 
had set their faces against the Diploma and were unwilling to cooperate. It was gratifying still to hear 
tutors say that the tutorial system set up under the Diploma had in a number of ways worked more 
effectively than the present one.
11. In what ways do you think that the Diploma Improved the quality of student 
learning?
She thought it helped young people to develop the process of action planning in their study. She 
also felt that having to assess against a range of given criteria was of benefit to the students.
She felt that those students often designated ‘less able' had benefitted a great deal from the course. 
Some had enjoyed an approach where they could talk to their teachers about their learning and 
certain Preparatory Modules had galvanised their enthusiasm. For instance, a module on Visual 
Presentation had acted as midwife to the birth of a group that continued to meet at lunchtimes to sing 
and read poetry. It continued to exist two years later.
Donahue said that it took time for many students to see the value of what they had done on the 
programme. She had already referred to the instances of the UCAS form and employers' reports 
earlier but some then confessed to the benefits they had derived in terms of developing their 
. personal and social skills.
The course, she thought, might have been more popular at the time if it had been given “higher 
status" . By this she meant that it needed a proper period of induction to signal why it had been 
included in their programme and what benefits it could bring. Instead students took a long time to 
come to terms with the terminology involved and to see where all the various aspects of the 
programme fitted into it.
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12. What do you think an Induction programme should have consisted of?
Donahue would have liked a minimum of three days for induction. That would have given the 
students time to go into the vocational clusters of interest and explore with members of the Careers 
Service the types of career that fell into those particular clusters.
It would also have been important for Laing or the researcher to have come in to explain to students 
why City and Guilds had set up the programme in the way, what potential benefits they felt would 
come from it and the relevance it had for all students.
Trying to do everything ‘in house* had not helped to enhance the status of the programme. It would 
also have helped the tutors to develop a clearer perspective of what was involved:
'/ was trying to explain it to the tutors who still weren't very clear; and then the tutors had to explain it to 
their tutees. And by the time, like Chinese whispers, the information had p a ssed  on in a very unclear 
w ay.....And there were som e tutors who w eren’t interested anyway and thus you  did not g e t the 
student enthusiasm".
The induction programme did not take this form because the Head wanted students, in his view, to 
waste their time. They would settle in better if they were quickly down to lessons. This remained his 
approach with GNVQ.
13 . How well do you think the staff and students coped with the assessment 
process?
There were problems coming to terms with this initially; particularly with the accreditation of Preparatory 
Modules. For instance, Geography subject teachers were not clear as to how to accredit 
competencies in the Geography of Tourism module. There were also problems with some A Level 
students who could not be fully accredited in the Preparatory Modules until they had covered the 
relevant material in the second year of their A Level syllabus.
Donahue felt that issues of dual accreditation began to resolve themselves. A continuing irritant was 
the preparation of module summaries which she considered to be a futile waste of time given that all 
the competencies and contexts had already been listed. The system was unnecessarily rigorous.
Many students gradually came to understand what was involved in the assessment process and the 
meaning of criteria but not all. She put this down to the attitudes of the individual tutors. Some tutors 
went out of their way to help students on assessment. Others made little effort to do so and the 
students thus continued to have a “blockage" on assessment matters.
Students initially found criterion based assessment difficult to come to terms with. They had generally 
been used to marks on a scale of 1 to 10 or A,B,C and so on. Now they had to justify meeting all the 
criteria, some complained of the “Tinickiness" of this process. The rigour of this approach helped them 
later as did the process through which they negotiated assessment with their tutors, explaining how 
they had met the criteria. The feedback they received undoubtedly helped their future study.
14. What teaching and learning approaches did staff tend to employ on the 
Diploma programme?
Donahue thought that teachers on Preparatory Modules generally employed the approaches they 
used elsewhere. However students tended to be involved in a greater volume of personal research.
She thought that work experience had provided a very important context for learning including as it 
did a high quality briefing and debriefing process.
15. How do you think that the Diploma compares with GNVQ as a course 
programme?
Donahue felt that GNVQ tended to mean more to the students because they opted to do It; and that 
was a significant contrast to the Diploma. She also felt that there was more individual research work in 
GNVQ than in the Diploma. Classes needed to be organised in a flexible way with students working 
on their own topics while the tutor was involved in much more regular ‘one to one’ review sessions 
with members of the class in turn. She found that method of working congenial.
She felt that the School had learned many lessons from the Diploma in terms of operating GNVQ. It 
had given staff a good grounding in meeting performance criteria; in varied learning approaches and 
the general atmosphere required for catering for the needs of individual students. These were 
applicable in the GNVQ classroom and in the process of reflection upon learning, review and action 
planning for the future.
16. If you had to run a similar course to the Diploma In the future, what 
modifications would you make to the way you ran It before?
Donahue: *7 would cut out seventy per cent o f the paperwork to try to devise a course that let
the students com e together and se e  the significance o f kali in a much smaller area 
for each one indivkiually.“
By this she explained that the breadth and structure of the course was unduly complicated by the 
amount of work students had to undertake and the volume of records they had to complete. As it 
stood it had been too cumbersome a medium for a Sixth form entitlement programme. City and Guilds 
should have slimmed down the provision and made it more focused.
In terms of the school she would have made the course optional. Making it compulsory was bound to 
antagonise students. The programme also needed to be more Careers-focused. Also both 
students and staff needed a properly resourced period of induction.
Donahue reflected:
“I think that was wtiere all our pm blem s started; lack o f a proper induction for the sta ff and also to have 
a team  o f people who were interested in k. I really wouldn’t want again to try to work wkh people
who / don’t m ind people who don’t know much about k  but are willing to have a go. But what I found
destroyed k  for a num ber o f spjdents were teachers who were obviously not interested and had no 
intention o f doing anything but the bare minimum"
17. Was there anything Involved In running the Diploma that caused you to 
reflect upon the Issues Involved In the management of change?
Donahue: ". .. how difficuk k is to encourage people who don't want to change to change; and,
m aybe I’m  being a coward but as I said before, k  I was managing change like this again, 
would try to identify those people who would not change and try to help those that
were willing to have a go because I think if som ebody has s e t their face against
change, k ’s  all very well trying to change them, but k  changing them  is going to 
involve a whole tot o f students a s well, I don’t think k ’s  fair to the students."
She also felt that there was need of support from the outside. If Higher Education and employers did 
value a course then It was important at both national and local level that they made very clear their 
support; and that the Department for Education encouraged them to.do so. This would then 
encourage students and. importantly, their parents to attach the value to those courses:
"We need  far more support to encourage parents to change their views atjout new  programm es such  
a s GNVQ and NVQ because they took their C SE s or GCEs, their Q ’s  and their A ’s, and anything 
outside o f that they will not encourage their sons and daughters to take it"  I ju st think there’s  a  whole 
untapped source o f support and encouragem ent out there for the students that we ju st can’t seem
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to g e t to. We can write all the letters we like and hold Sixth form evenings and so  on and it’s  all well 
done and there’s  p lenty o f people around...but those who come to the vocational area are thinking 
about, say, NVQI. The vast majority o f students on those days will still go  with their parents to the A 
Level and GCSE desks."
Donahue cited examples of parents of students on the Diploma who had written in to complain that 
the course was of no use for their children. Once some parents were vociferous like that, the 
remainder of the tutor group of which their sons and daughters were members also began to question 
the point of what they were doing.
Some leading employers remained ignorant of courses such as GNVQ. An Advanced Level GNVQ 
student had gone to do some work with the Dorchester Tourist Information Centre who had not heard 
of the qualification and wondered why schools had not alerted them to it!
18. Moving on to other forms of support, would you like to comment on the 
timetabling and general resourcing of the Diploma?
Donahue felt that given the programme was open to all Sixth formers, it had been timetabled as well as 
the School could manage. Her only concern there would have been to replace the Preparatory 
Module 'Diploma Time’ on a Thursday and the tutorial time on a Friday with timetabled spots at the 
beginning of the week when they could more easily focus on and plan what they had to do that week. 
Some flexibility in the use of those allotted timetabled spaces would also have enabled students to do 
research outside school more easily.
Resourcing of materials was as generous as they could have expected. Books were not really 
necessary for most of the Preparatory Modules and the specially designed Diploma folders for each 
student gave a clear message of the value that the school officially attached to the programme.
19. Is there anything else you would like to add?
Donahue: “I thought it %i.e. the Diploma) was a very good course. I thought it could have been
worked on and made into a good programme for the Sixth form; instead o f which, after 
leading u s into thinking this was going to be there for the future, they pulled the m g  
from under our feet after, what, two years? This m eant ttiat those o f us that had gone 
in for it in a  big way were left with egg on our faces to quite a large extent and I don’t
think that I would ever be tm sted  to go that far down the road again. / feel that City
and Guilds were wholly to blame for that I don’t think they should have ever put in 
som ething that looked to take in the entire Sixth form without saying:
‘W e’re going to try it for five years and make it mn for five years’
because / think even alongside GNVQ it would have been  a good programme as well
a s alongside more academic subjects.. I ju st feel badly let down b y  City and Guilds. "
f i
Questionnaires answered by St. Matthias High School teachers on the Diploma 
programme
The teachers who answered the questionnaire were as follows:
John Mann Head of the Science
Mike Grant Head of Art
Phil Goss member of the Mathematics Department
Frank Franklin member of the Sociology Department
1. What are your main subject areas?
This varied. Mann taught Science and P.S.E; Grant taught Art and Design; Franklin taught Sociology, 
History and Politics and Goss taught Maths and P.E..
2. Have you been Involved In similar courses prior to the Diploma?
Mann and Goss had been involved on the CPVE programme. Franklin had taught on the Cambridge 
Modular General Studies course at Leaswold Sixth Form College. Grant had had no prior experience 
of courses like the Diploma.
3 . What aspects of the Diploma are you Involved In teaching?
Two of the teachers had acted as tutors, who had also had responsibility for delivery of the 
Introductory and Exploratory Modules. One had been a tutor and teacher of the First Aid Preparatory 
Module. Another described himself as being involved in “all parts" oi the Diploma programme.
4 . How well do you think you were prepared for teaching on the Diploma 
programme?
Two people felt they were weH prepared, one because he had previously been involved in CPVE. 
Another felt only “fairly well" prepared and one had missed the staff induction as it happened prior to 
him taking up his post at the'School.
5 . What Is your opinion of the value of the Diploma for students?
All agreed that the programme had potential for raising student awareness of Careers and Higher 
Education. One also felt that they could develop useful skills on the programme to help them in that 
respect e.g. searching and using career library facilities; work experience; preparation of C.V.S
Two teachers were less enthusiastic about the content and value of some Preparatory Modules.
6 . What say did you have In how the programme was put together?
Three teachers said that they had no say at all in developing the programme. One said that he had.
7 . How much say do you have In how you deliver parts of the programme with 
the students?
AH staff felt that they had considerable autonomy as to how they taught their material. One stressed 
the freedom they had in teaching and learning approaches, including their delivery of the Introductory 
Module. • There was also a good deal of latitude as to how they worked with students on Preparatory 
Modules, partly determined by the relationship those modules had to their main subject areas.
One teacher wrote:
* Tutors generally try to deliver the programme collectively. Tutors are allowed a fair degree o f 
latitude..linked to their respective teaching approaches"
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8. What teaching styles do you use on the Diploma course?
There was a variety of responses. One member of staff spoke of using a variety of styles as
appropriate. Another placed stress on open discussions and individual discussions. One teacher 
talked of a mixture of group work, didactic teaching and project work. Another teacher referred to 
"student centred techniques emphasising practical application and skill developm ent." He amplified 
this statement by referring to emphasis on group and individual guidance.
9 . How do these differ from any approaches you used prior to becoming
Involved In the course?
Two teachers felt that there was no marked difference. One referred to a greater emphasis on 
discussion but was concemed about the wide ability range of students within their tutor group. 
Another teacher said that he had been much more involved in a career-orientated approach with an 
emphasis on helping students discuss potential career opportunities.
10. How do these differ from the way you work with your other classes?
Two teachers referred to the more stmctured approach demanded by ‘academic' syllabi e.g. GCE and 
GCSE One of those said that the emphasis in the Diploma was much more on practical application. 
Another member of staff commented on the greater degree of papenvork involved. One teacher 
noticed no marked difference of approach.
11 . Do you think that the styles you have used on the Diploma programme have
Improved the quality of your teaching? If so, how?
One teacher felt that there had been no marked improvement. Another saw what he described as the 
"former approach to teaching Science" as a positive asset in teaching the Diploma. Another saw the 
Diploma as having helped with the way he approached the teaching of mixed ability groups. Another 
felt that it had helped with discovering individual students' strengths and weaknesses and how to 
address them through teaching.
12. Do you think the styles adopted have Improved the quality of the students'
learning? If so, how?
One member of staff felt that the programme had provided a useful experience in going about 
personal research and another, that it had taught the students the benefits of active listening as well 
as communication. A third teacher believed that students derived benefit from a variety of teachers 
deploying a diverse range of styles. A fourth member of staff wrote that it had improved the quality of 
learning in terms of "emphasis on self-responsibility, inquiry and collating information and generally 
presenting th em selves. The work experience encourages se lf-developm en t and confidence 
building. There was also an important emphasis on establishing goals to aim for and  a clearer sense o f 
perceptbn and direction for students individually."
13. How confident do you feel In the approaches you have adopted?
Degrees of staff confidence varied from ‘very’ to fairly'. One teacher felt that he would be more 
confident a second year, having taught bn the course for a year.
14. Has your role as a tutor on the course differed from how you have acted as 
tutor In the past? If so, how?
The answers were again varied. One teacher wrote that there had been no change while his 
colleague felt that there was now less time for pastoral work and another saw himself as being "more 
dictatorial". A further memlser of staff bemoaned the fact that a change in the role of the tutor, as he 
perceived it, meant less time for debates and awareness raising on current affairs issues.
15. What Is the value of the tutor's role on the Diploma course?
There was general consensus as to the tutor acting as a motivator for the individual student and a 
monitor for the range of student needs in their group. One member of staff described the tutor’s role 
as being “vital in term s o f inducting students and sustaining motivation and pulling the whole array o f 
com ponents together".
16. What Is your opinion of the assessment process on the course? How do you 
discuss assessment with students?
Two members of staff felt that course assessment process needed to be more fully clarified although 
one was reasonably happy with it. One felt that the complexity of the assessment process meant it 
was essential the student was involved in that process at each stage.
17. How do you approach counselling, guidance and action planning?
Two teachers stressed the role of regular ‘one to one’ tutorial sessions. Another felt that it was difficult 
to fully address the above elements due to the number of students in each tutorial group. A fourth 
teacher wrote of “encouraging students to think positively and explore the m odule with an open mind, 
trying to relate to individual needs and the aspirations o f students. Building on student strengths and 
encouraging self-reliance."
18 . How do students choose their learning path through the Diploma?
There was a broad consensus that with tutor guidance they pursued their own career interests; 
building on previous successes and progressively narrowing down their options as they gradually 
perceived clear career routes for themselves.
19 . Are flexible learning approaches and supported self study used with the 
students?
Three of the four teachers laid emphasis on this and the need for students to take control of their own 
learning through assuming responsibility for, and putting effort into, pursuit of their own career 
interests. One teacher felt that the low status of the programme with A Level students meant that 
many of those students did not pursue their own interests as vigorously as they might have done. The 
other teacher felt that these were not prominent features of his approach.
20 . Do you teach mixed ability groups? What special demands do such groups 
make on the teacher?
All staff had mixed ability tutorial groups. One felt that a key issue was pursuit of equality of 
opportunity through ensuring equal access for students. Another stressed the difficulties that mixed 
ability groups could bring in ternis of the variety of individual student expectations. A third teacher 
referred to needing “diversity, enthusiasm  and t^oundless energy" when teaching such groups. A 
fourth teacher wrote of the considerable differences between students in terms of presentation of 
written work with widely varying degrees of fluency. Individual guidance by the tutor was paramount 
and that meant that the tutor should suggest individual points of reference and use his or her initiative 
to help that process along. Effective approaches to mixed ability teaching needed adequate 
timetabling.
21 . Would you comment on the way that the course had been timetabled and 
resourced?
The general consensus was positive in this respect. One teacher felt that the Preparatory Modules 
needed more time given to them.
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22 . Have you been Involved In staff development for the Diploma prior to and 
. during your Involvement on the programme?
Three teachers answered in the affirmative.
23 . How valuable was that staff development? Please comment on the amount 
and the effectiveness?
All three teachers considered the staff development they had been involved in as valuable and 
interesting. One teacher referred specifically to the TVEI-sponsored Tutoring for Entitlement’ 
programme. He detailed the benefits he had received from that in terms of working with students in 
‘one to one’ sessions; reviewing and reflecting on student learning, the recording of achievement 
and action planning; linking with other agencies for support and guidance, arxj tutoring at the point of 
learning’ in subject areas, to encourage the development of student autonomy in learning.
24. Would you comment on the nature of support work from advisory staff?
This was generally thought to have been valuable, as was the work done by the School Diploma 
Coordinator in clarifying what was needed.
25 . In what particular areas would you want further staff development?
Only one reply to this question, which requested further help with assessment approaches.
26 . How might that staff development best be organised?
The one reply looked to a one day conference with other schools involved in the Diploma.
27 . How effective were you as a staff team on the programme?
The two replies to this question stressed the benefits of being part of a team; of sharing approaches 
and resources and discussing issues of common concem with a view to devising joint strategies. That 
way lay effective delivery of that programme.
28 . What Is the process for evaluating what Is on offer?
There was some confusion as to who was evaluating what with whom. One teacher referred to using 
student files as a basis for discussion of their work . The question was however directed at staff 
evaluation of the scheme and there was one reply on that basis, which referred to evaluation 
appearing as a regular item for discussion at team meetings.
29 . What has been the main value of the Diploma to students?
All the responses were encapsulated in this reply by one teacher
"Encouraging: se lf developm ent/ se lf esteem / se lf motivation
organisational skills e.g. evaluation/ extrapolation/ analysis/
synthesis - these are used  in report writing
reflection/ review/ action planning
career orientation and employment opportunities - aw areness
o f "
3 0 . How does that compare to what they were offered previously? Please 
comment In detail.
Three of the four responses stressed the value of giving students a more focused Careers 
perspective. One stressed the value of the discipline of working to deadlines.
5o4
3 1 . How might you make alterations to what you offer next year? Why?
Responses suggested a simplified Introductory Module with a “brisker' approach to students 
completing modules and a broader range of taught" Preparatory Module options.
3 2 . Has your Involvement In the Diploma caused you to change your approaches 
to teaching and learning elsewhere? How? Why?
Only one response acknowledged that it had influenced practice in this broader way. In that case, it 
had caused the person to reflect more closely on the academic and personal needs of the students 
and also to take more of skillé based approach to assessment in ‘academic’subject areas.
3 3 . Is there any further Information that you would like to add?
There were two responses to this question. One called for what he termed 'a m ore "suck it and se e ’ 
approach' to the programme so that students might gain an insight into other areas. This was based 
on an observation that many students were uncertain as to what to do for a career, even at that stage 
of their school life. The other response called for a simplifying of the Preparatory Module criteria 
t>ecause many proved very difficult to fulfill.
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